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"The Glories of Duluth" is a speech made by the Honorable
James Proctor Knott, of Kentucky in the House of

Representative on January 27, 1981. The speech addressed
the joint resolution (S.R. No. 11) on a proposed extension

of time in building the railway from the St. Croix to the
west end of Lake Superior and to Bayfield. The proposed

bill, often called the St. Croix and Bayfield Railroad
Bill was ultimately defeated.

James Proctor Knott's

speech as been generally credited with bringing about that
defeat.
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A Platonic Analysis of Dr. Wayne Dyer's Internal Dialogues
John F. Stone
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This essay explores the relationship between dialectic (an
investigative process designed to identify Ideal Forms)
and intrapersonal communication (the dialogue one carries
on with him/herself).

After briefly discussing the

propensity of humans to engage in intralogues (self-talk),

the author examines the many points of accord between the

Platonic conceptualization of dialectic and the process of
self-enlightenment proposed in the writings of Dr. Wayne

Dyer. It is argued that Dyer's prescriptive intralogues
are designed to establish certain Universal Ideals—an
objective not dissimilar from Plato's. The essay
concludes that Dyer's description of intrapersonal

persuasion and his perspective on Universal Ideals
provides a theoretical basis for reuniting rhetoric and
dialectic and suggests some new foci for future rhetorical
theory.

Rehabilitating a Rebel: A Burkean Analysis of the Image of Jane
Fonda

Brenda Cooper

Operating from Kenneth Burke's theoretical perspective of
persuasion through identification! this study examined
persuasive aspects of Jane Fonda's films. The study

investigated the question of whether audience
identification with the themes and characters of Fonda s

movies may have contributed to altering her negative image

of the Vietnam era. Using the identification strategies
articulated by Burke, the analysis provided an indication
of a relationship between Fonda's movie roles and her more
popular public image.
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Metaphors and Organizational Communication Research

Gerald L. Pepper

35

In this paper it is argued that researchers interested in
tiie metaphors of organizational culture must (1)
understand the assumptions driving their research and make
these assumptions clear to their audiences, an (2) come to
terms with the concepts of experience and familiarity.

Three types of metaphor—unplanned, planned ambiguous, and

planned ornamental—are suggested as a useful alternative
to the limiting distinctions of literal versus
metaphorical language and it is suggested that a method,
outlined in the paper and built around these three forms
of metaphor, will adequately and more comprehensively than
others identify organizational cultures. A case study
utilizing the suggested method is presented, showing both
the sorts of results that can be obtained by applying the
method to organizational analysis, as well as the utility
of the three-type metaphor distinction.
Responsibility or Egocentrism?

The Paradox of Owned Messages
Russell F. Proctor II
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The concept of owning messages has been endorsed widely as
an interpersonal communication skill, with personal
pronoun usage portrayed as a sign of responsibility and a
tool for reducing defensiveness in others. Rarely noted,
however, is that messages replete with personal pronouns
may be perceived as egocentric and inappropriate. This

creates a paradox; the same skill that is purported to
enhance communication may in fact have negative and
disruptive effects on interpersonal interaction. Through
the use of focus group interviews, this study explores the
meanings that college students create during the sending
and receiving of owned messages, and reports on their
understanding of the responsibility/egocentrism paradox.

The Computer in the Speech Classroom
Lyle Flint
This essay explores the role of the computer in the speech
communication classroom. Three general application areas
were examined. First, the use of the computer for
computer mediated communication was discussed. Second,
computer assisted instruction applications were examined.
Finally, the role of the computer in administering

standard instruments (i.e., PRCA, Argumentativeness) was

explored. Suggestions for the integration of computers
into the speech communication course were furnished on the
basis of practical experience and pedagogicially sound
principles. Additionally, means for obtaining and
evaluating software were provided. Speech communication
educators were encouraged to become innovators by applying
pedagogically sound computer applications to courses.
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GLORIES OF DULUTH

Steven Dean Rodgers

A man stands before the Congress of the United States of America
and envisions his demise.
One question is omnipresent in his
mind.
Not, have I fulfilled my destiny; not, shall I enjoy
everlasting life; not shall I be remembered; but rather "Per
Contra, as the Old Roman would say. Proctor Knott, in February,
1871 was. plaintively asking from his seat in Congress: Where is
Duluth?"'

In

the

years

following

the

Civil

War, Americans, eager

to

achieve the manifest destiny that seemed so apparent, so real,
moved Westward.
They moved because there was free land for

homesteading; they moved because they felt confinement in the East;
they moved because they had no reason to stay. They moved by
horseback; they moved by wagon train and they moved by rail.
The decisions made by the corporate structures of the railroad

companies as to which towns of the new West would be most benefi
cial

and

most

benefitted

were

seldom

contested.

The

lobbying

powers of the late Nineteenth Century railroad czars in regard to
Congressional funding of railroad building rivaled the powers
exerted by the multinational oil companies in the Congress of the
closing years of the Twentieth Century. Most often these forces
decided the fate of prospective railroad lines.
Occasionally,
kismet fell into the hands of a single individual.

case of the St. Croix and Bayfield Railroad Bill.

Such was the

The controversy over the construction of a railway to Duluth,
Minnesota seems, at first glance, to offer little in terms of
dispute. However, Judging from the speech in Congress on January
27, 1871 by James Proctor Knott, distinguished Representative from
the state of Kentucky, there may have been concern over the
seemingly indiscriminate building of trunk lines to such improbable
terminals as Duluth.

Minnesota was acquired in 1803 as part of the Louisiana Pur
chase. On March 3, 1819, the Minnesota Territory was established.
The

name

Minnesota

is

from

the

Dakota

Indian

word

meaning "sky

tinted water." By 1857, Minnesota had established a constitution
and on May 11 , 1858 became the thirty-second state of the United
States of America. The city of St. Paul was named the capital of
the state.

In

1850 this area called

population of 6,077 settlers.

Minnesota boasted

a

total

Seven years later this figure hag

grown to 150,037 and by the turn of the century, to 1,751,391.

This area of the West was growing rapidly and growth meant the
coming of the rail.

Steven

Dean

Rodgers, Ph.D.,

is

Assistant

Department of English, University of Puerto Rico.

Professor

in

the
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The State of Minnesota, the "Gopher State", the "North Star
State", the "Land of 10,000 Lakes" is bordered to the north by the
Canadian provinces of Manitoba and Ontario. To the south is the
state of Iowa.

To the west stand the Dakotas.

The eastern border

of Minnesota is formed partially by Lake Superior and partially by
the St. Croix River. At the point where the St. Croix River meets
the terminus of the Great Lakes stands Duluth, Minnesota; founded

in 1679 by Du Lhut, Daniel Greysolon, Sieur^

W. Folwell "was

the

first

white

man

in

who according to W.

Minnesota

not

ashamed

to

report and record the fact."

James Proctor Knott, at the age of 28, was elected to the state
legislature of Kentucky in 1858, seven years prior to his admission

to the bar of the State of Kentucky.

He advanced rapidly to become

Chairman of the Judiciary Committee, and in i860 he was appointed
to the position of Attorney General. In 1867 he was elected as
Representative of the State of Kentucky to the Congress of the
United States of America.

oratorical effort on

"The Glories of Duluth" marked his first

the House floor.

Although Knott served

in

Congress until 1883 when he became Governor of Kentucky, he was
never taken seriously as a political analyst.

be classified as a political humorist.

He has continued to

This reputation is based

singularly upon his speech, "The Glories of Duluth."

Knott's speech was one of several advocating one side or the
other of the proposed bill.
In the text of the speech, Knott
alludes to statements made by ten other members of the House. It
was Knott's speech, however, that is identified as having "killed

the railroad bill ^gainst which his shafts of ridicule were so

cleverly directed."

Some controversy exists, as with many congressional statements,
as to the accuracy of the text of the speech. An example of this
is the comparison of historical data.
One source claims that

Knott"s speech occurred
travesty

of

panegyrics

in February, 1871
and

and Mas an "hour long

sophistication."

Other

sources

in this work

are from

propound that the speech occurred on January 27, 1871 and lasted

less than ten

minutes.

The texts analyzed

the Congressional Globe and from the World's Great^t Literature

series,

Orations

of

American

Orators.

Volume

11.

These

two

documents are essentially identical and seem to indicate that the
ten minute speech is the one analyzed here, if indeed, the hour
long version ever existed. Further investigation might well reveal
the existence of such a document. However, until such time, this
text remains the best evidence of the words of James Proctor Knott

regarding the issue of the St. Croix and Bayfield Railroad Bill.
"The

Glories

sections.

of

Duluth"

can

be

divided

into

four

distinct

In the first section, Knott refers to the sacred trust

of his constituency in Kentucky.

In the second section, he refers

to the previous speeches made on the topic, takes a swipe at the
feminist movement and reviews past land grant experiences with the
Bayfield and Superior areas.
The third section is the most
extensive and the essential body of the speech in which Knott deals
specifically with Duluth. The final section of the speech con
cludes Knott's argument and once again satirizes the women's
movement.

Knott begins his speech by acknowledging that, if it were only
possible to ignore his constituency, he would indeed vote for the

The Glories

Rodgers
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St. Croix and Bayfield Railroad Bill because its passage would
benefit some of his strongest allies in Congress to increase their
financial position. However, Knott acknowledges his debt to those
who have sent him, as their representative, to Congress. As such a
representative, Knott points out that his constituency would not be

"benefited one particle more than they would be by a project to
cultivate an orange grove on the bleakest summit of Greenland's icy
mountains."

In

the

second

section

of

the

speech,

Knott

discusses

the

previous comments made by his colleagues and questions their
logic. One example of this is the testimony of Mr. Washburn of
Wisconsin who said the following.

Under the bill as amended

by my friend

from Minnesota, nine-

tenths of the land is open to actual settlers at $2.50 per acre;
the remaining one-tenth is pine timbered land that is not fit for
settlement, and never will be settled upon; but the timber will be
cut off.

I

admit

that

it

is

the

most

valuable

portion

of the

grant, for most of the land is not valuable. It is quite value
less; and if you put in this amendment of the gentleman from

Indiana, you may well just kill the bil^g for no man and no company
will take the grant and build the road.

Knott

then

questions that if the timber lands are the most

valuable and that Without the timber they would be without value,
then

what is the value of the lands without timber.

It is this

question upon which Knott builds his case. This is the stasis upon
which the argument turns.
Knott then notes testimony by the
Representative from Wisconsin, Mr. Paine, that eventually settlers
will move into the territory "many

years to come."

However, at

this time "these pine lands can have no possible value ^cjther than

that arising from the pine timber which stands on them."

At his point, Knott indicates that the building of the railroad
will not provide any agricultural advantage and will only provide
financial gain to those with vested interests. These are not those
Knott sees as members of his constituency.

One noteworthy sidetrack Knott takes at this point is into the
realm

of

feminism.

In

his

discussion

of

reconstruction, Knott

notes the Sixteenth amendment, which "it is of course understood,

is to be appropriated to those blushing damsels who are, day after

day, beseeching us to let them vote, hold office, dtj^nk cocktails,
ride a-straddle, and

do everything else men do."

return to this issue at the conclusion of his speech.

Knott will
Concluding

the second section of his speech, Knott notes that previous land
grants favoring Bayfield and Superior had been allowed to expire
with advantage being taken of their contracts.

The search for Duluth begins. Knott questions. Should Duluth
be compared with Atlantis? The Golden Orchard of Hesperides? The

Travels of Herodotus?

Ilion?

Knott directs the attention of the

House to the map that was a gift from the legislature of the state

of Minnesota.

Duluth is centered

upon the map.

Yet, as Proctor

Knott points out, the city of Duluth is not a dot but rather a
general area. Knott points out that according to the map, Duluth
is 3990 miles from Liverpool, England.
Knott then poses the
likelihood of the Minnesota legislature changing the position of
Duluth an additional 10 miles to make it a round *1000 miles from

4
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Liverpool.
He also mentions that the meridians of Duluth fall
halfway between Paris and Venice, then changes tracks abruptly to

note the war in France with the Dutch, the .|relations with the
Minnesotan Indians and the buffalo in the area.

The final section of the speech, the conclusion, returns to the

introduction.

Knott affirms that

he is satisfied

with the argu

ments put forth for the establishment of the railroad should it be

his decision alone.

I am fully persuaded that no patriotic
sentative of the American people, who

repre
has a

proper appreciation of the associated glories of

Duluth and the St. Croix, will hesitate a moment

to say that every able-bodied female in the land
between the ages of eighteen and forty-five who

is in favor of "women's rights" should
be
drafted and set to work upon this great work
without delay.

Finally, Knott returns to his sacred trust. If only he could,
he would. But, he can't so he won't. Thus ends the St. Croix and
Bayfield Railroad Bill of 1871 statement and plea by the honorable
James Proctor Knott, Congressman from the state of Kentucky.
Proctor Knott utilized a number of devices in his speech, which
were noted to be "avowedly inspired by a spirit of cynicism,
sarcasm, and hostility."
The humor is sometimes blatant from

our Twentieth Century perspective. It is perhaps even crude. His
allusions to the Creek and Piegan (not a play on the word pagan)
Indian tribes, his attitude toward a Congressional emissary to the
Dominican Islands serve as examples.
His attacks upon women's
rights are, today, tired and worn.
His references to Byron,
Hesperides and Atlantis may fall quite dead upon Twentieth Century
ears.
Some references, however, remain current:
Paris, Venice,
France, Italy, the Old World.
Knott was not uninformed.

His statements reflect knowledge of

the political landscape of Nineteenth Century Europe.
He also
notes the political changes in the existence of the people of San
Domingo and General Sheridan's recent victories over the native
Indian

tribes

of

the

northwest.

He

was

aware

of

a

debt

of

re

sponsibility to his constituency—the voting population of Ken
tucky. The fact that "Duluth is situated exactly halfway between
the

latitudes

of

Paris

and

Venice"

had

little

to

do

with

Knott's speech other than to point out his feelings of the remote

ness of Duluth.
A reconsideration of the indiscriminate building
of railroad trunklines seems the more likely call from Knott when
he delivered his remarks.

Knott uses two forms of artistic proof in his elocution. The
first of these is description. He negatively describes Duluth as
"terra incognita," as "bleak," belonging to the "nomadic" Indian
tribes, surrounded by "turbid" waters and eventually leading to
"starvation."
The second form of artistic proof used by Knott
is the panegyric. This is an ironic form of proof. For example,

when Knott refers to Minnesota as "Alta Vela" or the "garden spot
of the universe" or the "desirable" island," he is referring to
Duluth in a pejorative sense.

The Glories

Rodgers
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Why did a Kentucky politician with upward mobility commit his
political future to the question of building a spur line, by a
railroad conglomerate, with federal funding and approval, in the
new Western state of Minnesota?

Did he anticipate legal retalia

tion?
Was James Proctor Knott aware of the Credit Mobilier
scandals that would soon unfold on the floor of the House?
Was he

allied

with

forces

wishing

to

block

the

proposed

railway

to

Duluth?
Or, more likely, was he a young pensive Congressman from
Kentucky, a Southerner whose state suffered from Reconstruction
policy but did not formally leave the Union and, as such, was one
of the few states which did not share the happy consciousness of

post

war expansion?

grants that

would

Perhaps, while tiring of endless railroad

eventually lead

ever

Westward, Proctor

Knott

could not ignore his constituency in post war Kentucky.

Let us not Judge Knott harshly.
While he was provincial and
perhaps lacked a view toward the future—given the modern Duluth-he was, nonetheless a representative of his constituency. He was
humorous, perhaps to a fault. It may also have been his greatest
attribute.

We have little evidence to prove wither.

There seems to have been resistance to the financing of western

states such as Minnesota by those states which did not receive
monetary reparations following the Civil War. The question James
Proctor Knott asked regarding Duluth was not a specific, pointed
question about Duluth, but the reaction of a Kentucky gentleman who
was perhaps understandably more concerned with the fortune and the
commerce of Kentucky than with that of a city that existed as
little more than a conceptualization at the time of his speech.

Perhaps, and certainly history bears this out, Knott was short
sighted. Modern Duluth is the third largest city in Minnesota.

This modern metropolis, approximately one hundred miles from the
Canadian border, serves as a port city providing grain and iron
that flow through the Great Lakes, homes for its thousands of
inhabitants, and culture.

The questions posed by Knott in his whimsical, and panegyric
style remain. Is expansionism always Justified?
As the world
grows smaller, does the question grow larger? At what point do we,
as did James Proctor Knott in 1871, say that there is to be no more
for them, but rather, yes, more for me and mine.
Men looked west and fancied they saw the baroque
skyline of a Dresden lined against the horizon
but what they got was the smelter stacks of

Butte; imagined a PariSg rising from the grass

lands and got an Omaha.

6
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Intrapersonal Communication as Dialectic:
A Platonic Analysis of Dr. Wayne Dyer's Internal Dialogues

John F. Stone

"A man of sense practices rhetoric on himself."
— Richard Whately

Despite Plato's having once referred to it as the "the copingstone of the sciences," the last 25 five centuries have been unkind

to the system of inquiry known as dialectic.

Thought by Plato

to be the supreme science, dialectic was originally conceived of as

the

process

where, through the give and take of converse and

redefinition, one sought to discover the truth of Ideal Forms.

The

method met its demise as later scholars subjected it to a variety
of different definitions and epistemological uses. For example,

although Aristotle referred to dialectic as the "counterpart of
rhetoric," he bifurcated the terms by having the former function as

a system ^f inquiry and the latter as method for creating a

consensus.

The

Stoics

choose

to

view

dialectic

and

rhetoric

flat opposites of each other. Other rhetorical theorists chose to
ignore dialectic for it was too closely entwined with eristic
discussion.

Such

is

not to suggest that dialectic

is a forgotten

term.

Recently, parallels have been drawn between the process of dia

lectic inquiry and; 1) Dewey's reflective thinking process; and 2)
the principle precepts of those who suggest "rhetoric is a way of
knowing." More in tune with the objectives of this essay is the
work of an expanding corpus of scholars who contend that dialectic
accurately

cation.^

describes

the

processes

of

intrapersonal

communi

Burks, for instance, proposed that the intrapersonal

dialogues we have with ourselves are central to the process of
self-nersuasion, and, in turn, vital
sion.
Similarly, Hikins made the

to interpersonal persua
claim that despite the

propensity of intrapersonal dialogues to focus on reflection and

deliberation, intrapersonal communication fits within the scope of
the claim that rhetoric is epistemic.

In this essay I examine the link between the Platonic concep
tualization of dialectic and the unremitting internal dialogue that
goes on inside human beings.
Specifically, my objectives are

three: 1) To explore more fully the relationship between intra
personal communication and dialectic, focusing on what has been
referred to as the "internal rhetorical wrangle."

2)

To identify

the many points of accord between the assumptions o^ Platonic

philosophy and the objectives of Dr. Wayne W. Dyer. Specifi
cally, the focus is on the dialectic process inherent in the
psycho-therapeutic prescriptions found in the popular writings of
Dr., Dyer.

It is argued here that Dyer's writings represent more

than a mere chronicling of the dialogue that is at the heart of the
internal rhetorical wrangle—he is in fact an advocate of

John F. Stone is a graduate student in the Department of Speech

Communication at the University of Minnesota.
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specific

internal

questions

certain Universal Ideals.

and

Hikins

by

exploring

3)

and

the

1989

answers that seek

to establish

To extend the observations of Burks

implications of Dyer's system

of

internal dialogues as it relates to our understanding of commun
ication generally and rhetoric specifically.
In the final section
of this essay I conclude that Dyer's description of intrapersonal
persuasion and his perspective on universal Ideals is prescriptive
to the extent that it reunifies rhetoric and dialectic and sug

gests new foci for future rhetorical theory.
I.

Intrapersonal Couunication as Dialectic

An obvious first hurdle to an ongoing discussion of intraper
sonal communication as dialectic springs from a simple fact: it is
difficult if not impossible to empirically verify that we as

individuals engage in self-dialogue.

the

confines

of

the

individual

Analyzing what goes on within

human

mind

has

been

and

will

continue to be a process of speculation and conjecture. Frederick
Perls, in In and Out of the Garbage Pail, expressed the dilemma
more succinctly,
Do we have a built-in dictator who is making

the

decisions,

a

council

of

consensus,

a

government with executive power? Is there an
unconscious, or emotions, or a computing
brain, which does the Job?... We don't know!

We can only make up .fantasies, maps, models,

working hypotheses...

In short, this essay proceeds acknowledging that the ruminations
about the inner workings of the individual, regardless of the logic
or feasibility of such ruminations, will remain Just that: rumi
nations.

However, I take a position shared by Burks and Hikins—a
position that holds regardless of how unverifiable the endeavor
might be, it is essential that we speculate about the Inner
workings of the individual. The concept of self-talk, as abstract
as it may be, is central to understanding how we function as human
beings generally and how we choose to use symbols to communicate

specifically.

Ambrester and Strause animate the concept:

Being the talkative creatures that we are, we
are more inclined to 'say' words to ourselves

than

any

other

communication....

We

means

constantly

of

use

self
the

symbols of our.culture to inform, stimulate,
and persuade durselves.
From the time an
Individual begins his/her day to the final

flicker of consciousness before sleep s/he is

talking to him/herself.

While this ongoing intralogue—that guides what we say, what we do,

how we interact with others—is largely subconscious, we as
individuals can be cognizant of this ongoing interaction. Commun

ication scholars such as George Mead and Kenneth Burke have argued

that we constantly address oii^selves in much the same manner that

orators address an audience.
Moreover, Balance Theory, Congruity Theory and Cognitive Dissonance Theory all emerged, at least in

Intrapersonal Communication as Dialectic

Stone

part, because oT a need to explain how internal dialogues impact
belief and

behaviors.

The notion that there are internal dialogues that function to
direct our thinking was not lost on Plato In his conceptualization
of the dialectic. He wrote, in part, that "Thought and speech are

the same thing, but the silently occurring internal dialogue of tipg

soul with itself has been specially given the name thought."
And while, obviously, not all intralogue is dialectic, the likeli

hood of dialectic discourse within the individual exists because of

the competitive nature of one's soul. Ambrester and Strause posit
that a better part of our internal dialogue deals explicitly with
an inherent propensity to self-alienate ourselves. Self-alienation
is portrayed here as a split in our personality and human
instinct.

There

exists

in

this construct a

bipolar tendency to

pull, on the one hand, towards those qualities that will offer us
autonomy, and the comp&Ling pull towards the characteristics that
will make us social.
Gail Sheehy, combines a series of
psychoanalytic theories to refer more specifically to the "merger

self"— that part of us which searches for complete safety, ai^^ the

"seeker self"—that part of us which thirsts for adventure.
It
is the need to operate somewhere between these two extremes, a need
to find a balance that will permit a healthy psychiatric existence,
that gives rise to a categorical, ever sensible and highly persua
sive internal dialogue—a dialogue that Ambrester and Strause refer
to as the "internal rhetorical wrangle." Given the nature of this
internal conversation, particularly in view of its notably rational
underpinnings, this dialogue could quite plausibly be relabeled the
"innate dialectic debate."

Regardless of what one chooses to label it, the Ambrester and
Strause construct reflects obvious parallels to Platonic doctrine.
Plato's famous metaphor in the Phaedrus
that characterized the
human soul as a winged charioteer driving a team of two winged
horses—one good, one evil—cast the charioteer as a moderator of
the conflict, often resorting solely to spur and whip in an effort
to subjugate the lawless steed.
Though Plato's metaphor does
not emphasize the role of the rational in conflict resolution, it
does mirror the Ambrester and Strause model in dichotomizing the
soul and emphasizing the pull of opposing forces, elements neces
sary for the existence of dialectic discourse. As Mortimer Adler
observed, "What is required formally for dialectic is not two
actually diverse minds, but rather an actual diversity or duality,

an opposition orj,conflict, and this may occur within the borders of
a single mind."

In this section of the essay, in seeking to establish that a
forum for rational discourse does exist at the intrapersonal level,
I have been a bit indulgent in where and how I define the existence
of dialectic.
Admittedly, rational discourse does not dialectic
make.
Further, the model of the intrapersonal communication

process forwarded thus far has been notably generic and vague in
describing particular functions of dialectic in the internal
dialogue. Yet, as efforts now turn to examining specific charac
teristic parcels of intrapersonal dialogue, the link between the
Platonic notion of dialectic and intrapersonal communication should
become more tenable. More pointedly, the next section of the essay
will demonstrate that it is a search for Universal Ideals

that energizes intrapersonal dialogues.
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Dyer's Dialectic Internal Dialogues:
A Search for Universal Ideals

The

science

of dialectic

was

characterized

by

Plato

as "the

of the dialectic

process

Journey from the dim light of the cave to the bright light of the
sun."

And

while Plato's description

changed over the course of his writings, It Is generally acknow
ledged that there are chronologically two essential steps in the
dialectic method:

1) breaking genera into species, more general

notions Into less; and 2) searching for the true Form or universal
Ideal that gives one an enlightened understanding. The search is
for an understanding of the true Form that is so complete that if
one wishes to grasp the Form of Justice, he or she must know not
merely what acts are Just but why they are Just.

The Internal dialogues advocated by Dr. Wayne Dyer reflect such
a process and purpose. Dyer's reader Is to understand that the
purpose of these dialogues is to demonstrate that, "Each person on
this planet Is Inherently, Intrinsically capable of attaining
dizzying heights of happiness and fulfillment."
He proceeds by
creating sample Internal dialogues that dissect and delineate
behaviors or categories of behaviors that are prohibitive to
self-growth and happiness. He, for example, urges the reader to
think about the times they worry about upcoming events.
Then

engage In this self-dialogue:

Question: "When the earth Is populated by an
entirely new crew, will any of your worry
moments have made a difference?"
Answer:

"No."

Question:
"And do any of your worry times
make a difference today. In terms of changing
the things you worry about?"
Answer: "No, again."

Similarly, Dyer describes this preferred self-dialogue when faced
with fear of self-dlscloslng during a Job Interview:

Question: "Will your current boss fire you?"
Answer:

"Hardly.

But even

fired there are other Jobs."

Question:

If

"Will people spread

you

did

rumors

about

you?"
Answer: "Probably not."
Question:
"But even If they do, should

run your life
people say?"

Answer:

on

the

basis
.«

of

what

get

you

other

"Certainly not."

From a purely functional perspective, dialogues such as these
serve two purposes closely entwined with the process of dialectic
Investigation. First, much like step one In Plato's process of
discovery described above, they are central to devising categories
or species of feelings and attitudes that are "nonfunctional" and
prohibitive to happiness. He suggests similar self-dialogues when
encountering "depression", "guilt" and "anger" In an effort to
delineate and make distinct the feelings and settings, associated
with their occurrence. Secondly, such definitions are groundwork
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for

establishing

enlightened

the

second

understanding.

phase

Dyer

Stone

of

the

dialectic

writes, "With

this

11

process:

kind

of

self-dialogue, you will soon be looking for opportunities.,"
opportunities to establish truths and Universal Ideals.
The
understanding derived from internal dialogues allows one to refocus
attention on the more significant appreciation of Univeral
Ideals.'^

Dyer refers to these Universal Ideals as "higher needs" and

constructs

a

list

which

Justice, truth and beauty.

includes

individuality,

respect,

love,

Viewed as elements2Qthat would contri

bute most mightily to individual happiness,"
these are items
that are capable of being discerned accurately only at an intra

personal level through internal dialogues.

Not only does Dyer

disparage the notion that such items could be understood through a
socially constructed definition,
but, more significantly, he
argues that an understanding of the true Form of these Ideals is
innate.

About Justice, he writes in part.

The greatest or most creative Jurist in the

world will also tell you that when it comes
down to writing a decision, there is and can
be no higher authority than their own con
science, as informed by their own experiences
in trying to make Justice work in the past.
In other words, those who have heeded the call
of

their

own

internal

sense

of

Justice

so

deeply that they have devoted their lives to
the pursuit of it are the first to admit that
in the end you have to go back to the original
source, your childlike, instinctive need for
Justice and your gut responses to the equities
of any particular situation.

The preceding paragraphs in this section have specified paral
lels between

the Platonic notion

of dialectic and

Dyer's concep

tualization of intrapersonal communication by chronicling the key

steps and

objectives in

the latters

proposed

process of self-

perSuasion. Some readers may, at this point, be struck by implicit

differences in the Platonic and Dyerian approaches to dialectic.

Plato, for instance, in

viewing dialectic as a divine tool for

distinguishing and disseminating universal truth, ^w dialectic as

a method "to make the will of the Gods prevail."
Further, as
Intimated in the Gorgias
and the Republic, Platonic social
stratification meant that only a select few had access to and could
function

as conduits of truth from the Gods.

These perspectives

contrast notably with Dyer's notion that intrapersonal dialectic
discourse was a tool for achieving self-actualization. Truth, for
Dyer, is something that exists intrinsically within the mind of

each individual. Furthermore, for Dyer, the dialectical process
and truth are accessible to all.
Any individual is capable of
achieving self-actualization.
Such

differences

should,

however,

not

prove

prohibitive

to

equating the Platonic process of dialectic with Dyer's dialogues.

These forementioned differences are attributable largely, if not

wholly, to dissimilarities in epistemological and ontological
positions. The Platonic notion of dialectic emerges from a strong
adherence to a theology that professes interpretations of the

unknown

world (Universal Ideals) are available only through

the

1969
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Gods. Dyer, conversely, takes a very atheologic approach to
discerning Universal Ideals—suggesting belief in God is beneficial

"as long as it enhancea,,your appreciation and
individual free will."
The true Form of something is based on
intuition and human experience and exists only within the confines
of the human mind. These differences aside, Plato

approach dialectic as a method for determining the Ideals.

Similarly, both Plato and Dyer operate from the assumption that he
who employs dialectic, whether it be a wise philosopher in Plato s
case, or the "seeker self" in Dyer's case, does so with an innate
absolute knowledge.

In fact, it is worth noting that Dyer views

himself primarily as a philosopher:

For me "philosophy" retains its original
meaning—it is the search for the ultimate
human wisdom, and somebody has to do it. In

fact, I think of myself first as a practical

philosopher and only secondarily as a psy
chologist.
Not since the great existen
tialists—Kierkegaard, Sartre,

Heidegger-has

anyone asked what it is to be human, and even

the

existentialists

seldom

looked

at

the

greatest heights people can attain, focusing
Instead

on

pessimism

existence. (Italics his).

the absurdity of

My efforts in this essay, to this point, have centered on noting

the many similarities between Plato's notion of dialectic and the
process of intrapersonal communication generally and Wayne Dyer s
process of intrapersonal persuasion specifically. Pragmatically,
such observations are of little consequence unless they somehow aid

in our understanding of communication. As an early r®®^®'"{®''^tic

of this essay remarked "Lotsa folks have suggested that 'we talk to

ourselves.' Yes, we do. So?"*^® The next section discusses the

significance of acceding to Dyer's perspective.

III. The Implications of Dyer's Dialectic

Among the contemporary rhetorical theorists taken with revital

izing and reconceptualizing the Platonic notion of dialectic was

the late Richard Heaver.

Heaver's interest in dialectic was, no

doubt, spawned by the capacity of dialectic to deal with universals
and essences—concepts vital to his belief about the capacity of
language to function sermonically. Heaver, however, observed two
limitations with the dialectic process.

First, it lacked the

capacity to obtain a specific commitment or action from the
auditor. He explained; ."Dialectic is epistemological and logical;
it is concerned with discriminating into categories and knowing

definitions
That would be sufficient if the whole destiny of
man were to know. But we are remind^ that the end of living is

activity and not mere cognition.""'

A

second

problem

with

dialectic is that it is divorced from the real world. The tradi
tional dialectician shows no allegiance to cultural institutions or

values, and, as a consequence, breeds distrust in the worth or
forms created by the culture because they are judged solely on the
grounds of whether they meet the requirements for logical perfec
tion. He continues by suggesting that,jto trust all to dialectic is
a sure

road

to social subversion.

Weaver's strictures are

particularly significant for they are illustrative of the rationale
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that has functioned
rhetorical theory.

to

dissociate

dialectic

Stone

from

13

contemporary

To conceive of dialectic in terms of Dyer's dialogues circum
vents Weaver's identified shortcomings.
First, it suggests that
Weaver's observation that dialectic plays no part in gaining
adherence to a position is erroneous, at least to the extent that
Weaver is myopic in conceiving of the settings in which dialectic
discourse occurs. Dialectic, as it is positioned in this essay,
occurs at the individual level and is a process where an individual
strives to concomitantly persuade oneself of the wisdom of a
certain position and search for truth about Universal Ideals.
Hypothetically, this search, as well as the locating of these
Ideals, leaves the individual to function with a core set of
beliefs, attitudes, and values that will not only intercede the
effects in decoding external messages, but also direct the encoding
of external messages. One might hypothesize, for instance, that an
individual would reject messages or refuse to send messages that

are not consonant with his or her appreciation of the Ideals (i.e.

Dissonance Theory). Specifically, Dyer's scenario would seem to
suggest that public discourse is more rhetorically effective when

it appeals to the auditor's sense of Universal Ideals. In that
vein, future critics would be wise to be attuned to the Inherent
appeal of messages that align with universals. Furthermore, from

this perspective, dialectic exists as more than a counterpart to
rhetoric, it is an inevitable antecedent.

Weaver's
observation
about
dialectic
investigation
being
separate from culture remains true; to a point.
In the model
discussed in the first two sections of this essay, dialectic does
function as a system of rational discourse that is disengaged from
cultural influences.
The process of intrapersonal question and
answer remains, by and large, unaltered from the dialogic processes
first exemplified in the writings of Plato.
However, process
considerations aside, it is evident that the purpose of dialectic
discourse reflects a great degree of cultural influence. Dialec
tic, as a method of public discourse in Plato's time, was used as a
method to discern divine truth, indirectly acknowledging the
supreme power of the ruling deities. In a culture where the Gods
were viewed as responsible for many daily events, such a purpose

should inspire little surprise. The purpose of dialectic in an
intrapersonal setting some 2,500 years later is something quite
different. For Dyer, the internal dialectic is an opportunity for
the individual to search solely for their own happiness. Such a
focus reflects, not inaccurately, a culture that is primarily
secular in its orientation and encourages a focus on individual
gratification.

Further, it should be noted that Dyer's perspective of intra
personal dialogues, while certainly not original, is notably
different than other conceptions of dialectic. As noted a number
of times in this essay, Plato viewed dialectic as an opportunity to
access divine knowledge. Truth was something inherently known only
by the Gods.

At the other end of the continuum are those who view

dialectic as an opportunity to create Truth.
Jurgen Habermas,
arguably the most ardent advocate of this position, suggests that
Truth is essentially something Justified through discourse.
Truth is, in short, rational consensus.
Dyer's perspective
moderates these extremes.

His belief that Truth is inherent in the

Judgements of the individual acknowledges the universal nature of
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Truth, much like Plato, but disregards the Platonic notions about
the origins of Truth. It acknowledges the power of the human mind,
much like the Habermas perspective, but disregards the notion that
Truth is something consensually created.

Finally, to agree that the Dyer model of intrapersonal dialectic
is authentic would seem to imply alternative investigative trails
for the study of rhetoric in the future.
Perhaps foremost,
rhetorical theorists would

be

wise to redirect their attention to

search

true

the elements of philosophy that impacted the discipline in its
embryonic stages.
Intrapersonal dialogues that are driven by a
for

universals

and

Forms

beckon

for

a

richer

under

standing among critics of what these elements are and what they
entail. Such is not to suggest that an interest in effects or the
classic model "who said what to whom with what effect" are inap
propriate.
Rather, it suggests an appreciation of abstract
concepts such as those surrounding "free will" and "determinism"
are more than appropriate for the study of persuasion. In short,
it implies that a better understanding of communication in the.
future will happen by returning to the concepts and constructs that
were important in the past.
In that vein, the renaissance in
interest over concepts like ethics is a step in the right
direction.

IV.

It

was

in

1970

when

the

Conclusions

Committee

on

the

Advancement

and

Refinement of Rhetorical Criticism advised in part that "rhetorical
criticism must broaden its scope to examine the full range of
rhetorical transactions."
Although this decree was met with
indignation by some because it implied a subversion of the term
"speech", it has proven to be a catalyst for many scholars—
invigorating scholarly interest and generating some interesting
investigative endeavors.
Similarly, in this essay I have taken the position that dialec
tic can be used to explain the process of intrapersonal persuasion

in an effort to call for more innovative, less traditional appli

cations

of classical

concepts.

Concepts

such

as

rhetoric

and

dialectic can become more than mere watchwords of the communication

discipline.

Thinking

more creatively about these terms and

how

they apply to communication would not only offer a new impetus to

our discipline, but more significantly, it would
thorough understanding of human symbol use.

lead to a more
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NOTES

^Dialectic, from the Creek dialektos meaning discourse or

debate, is a term that has acquired a host of definitions unaffiliated directly with the discipline of communication. Kant suggested
dialectic was argument that exposed the four contradictions of pure
reason by employing categories of understanding outside the world
of experience. To Hegel, dialectic was a dynamic logic that was
common to true philosophy and the historical process, in which
inevitable contradictions--thesis and antithesis--are reconciled in

a synthesis. Harx, borrowing from Hegel-, conceptualized dialectic
as a tool for viewing social and economic change as a result of
materialistic forces.

The reference to dialectic as the capstone

of science is taken from: Plato, The Republic, trans, and ed. by
I. A. Richards (London: Cambridge University Press, 1966), 531E.

^Aristotle, The Rhetoric, trans, by H. Rhys Roberts (New

York:

The Modern Library, 195M), I, 1351.

^Intrapersonal communication

in

this essay refers to the

communication an individual engages in with
Psychologists might refer to this as cognition.

''Oon

Burks,

Discourse,"

"Persuasion,

him

Self-persuasion,

and

Philosophy and Rhetoric. 1970, 109-119.

or

herself.

Rhetorical

^James Hikins, "The Epistemological Relevance of Intrapersonal

Rhetoric,"

^Hayne

Southern Speech. 1977, 22-227.

Dyer is the author of such best selling books as Your

Erroneous Zones. (New York: Avon Books, 1976) J Pulling Your—Qhh
Strings. (New York: Avon Books, 1978); and The Skv's the Limit..

The Sky's the Limit
writes about

ridding

(New York: Simon and Schuster, 1980).
oneself of self-defeating

effort to become self-actualized.

behaviors in

He

an

Dyer has also released a series

of best selling audio cassette tapes available through the Night-

ingale/Conant Corporation.

The material used

taken exclusively from his written materials.

in this essay is

"^Frederick Perls, In and Out of the Garbage Pail (New York:

Bantam, 1972), 68.

^Marcus L. Ambrester and Glynis Holm Strause, A Rhetoric

Interpersonal Communication

Inc., 1981), 104.

(Prospect Heights, IL: Waveland Press

See, for example, George Head, On Social Psvchology (Chicago:

University of Chicago Press, 1956); and Mortimer Adler, Dialectic
(New York: Harcourt, Brace, and World, 1927).

^^Plato, The Sophist, taken from The Dialogues of Plato,

trans, by Benjamin Jowett, ed. by William Chase Greene (London:
Liverwright Press, 1951), 263E.
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Dyer> The Skv is the Limit, xiv.
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Dyer, Your Erroneous Zones. 115.

18

Dyer, Pulling Your Own Strings. 18.
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Dyer reflect the two steps of the dialectic in the chrono
logical process of self-actualization in his books. His first two

books, Your Erroneous Zones and Pulling Your Own Strings
bulk of the

Sky
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the

carry a

intrapersonal dialogues that offer definition.

Limit

is devoted

to discussion

The
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(Universal Ideals).
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22j
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25d
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26.
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2'^Richard H. Weaver, Visions of Order; The Cultural Crisis of

Our Time. (Baton Rouge, Louisiana State University Press. 1964.),
64.
28
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'See for example Jurgen Habermas, "The Analytical Theory of
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Popper and
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In The Posltivist Dispute in German Socio-
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Rehabilitating a Rebel:
A Burkean Analysis of the Image of Jane Fonda

Brenda Cooper
In the early seventies, Jane Fonda had made herself one of the
most controversial and disliked public' figures in America.
Her
antiwar activities, including the controversial trip to Hanoi and
criticism of the returning POWs, had labelled her a traitor to her
country.
Her movies were boycotted, several state legislatures
introduced bills to have Fonda declared persona-non-grata, govern
ment officials wanted her tried for treason, college students
burned her in effigy and she was shunned by Hollywood producers.
Since 1973 and the end of the Vietnam war, however, Fonda has been
able to transcend most of this intense hostility. Her movies are
once again box-office hits and perhaps more importantly, the media
often refer to her as a female role model and opinion polls rank
the

activist-actress

as

one

of

the

most

influential

women

in

America.

Traitor to role model is a dramatic image change. Some would
argue that Fonda's new image is simply the result of the popularity
of her workout books and vidoetapes, but Fonda's image was already
becoming

1981, at

more

positive

least

as

before

gauged

by

the

release

articles

of her

in

the

first

popular

book

in

press.

Additionally, even before becoming an aerobics guru, Fonda won an

Oscar, her second, for her role in Coming-Home, 1978, which
examined the very issue that had earned her negative image, the
Vietnam War.

In considering the shift in the public opinion of Jane Fonda, it
is important to recognize the prominent role that media celebrities
occupy in contemporary political life. In 1986 Clint Eastwood was
elected mayor of Carmel, California; Fred Grandy, "Gopher" of "Love

Boat," was elected to the House of Representatives; and last year
Sonny Bono won the mayoral election in Palm Springs, California.
For the last eight years, the highest political office in the land
was held by a former movie star.

A candidate's image has become an important part of political
elections.
According to Postman (1985) television has developed
"image politics," with the American public now accepting politi
cians as part of the show business world (p. 130). Postman
Brenda Cooper is a graduate student in the School of Interper
sonal Communication at Ohio University.
The author would like to thank professors Samuel Wallace and
Thomas Skill, who supervised my thesis, from which this study was
adapted, Teresa Thompson for her suggestions on earlier drafts, and

David Descutner for his assistance with revisions.
A slightly
different version of the paper was presented at the annual conven
tion of the Central States Communication Association, Kansas City,
MO., April, 1989.
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suggests that the decline in the relevance of political parties may
be related to the concept "politician-as-celebrity" (p. 133)» The
days of voting for a candidate based on his party affiliation have
been replaced by voting for the best image.
Ronald Reagan has
summed up this new approach to politics quite simply: "Politics is

Just like show business" (Postman, 1989, p. 125).

Although Fonda has never held a political office herself, she
has been in the public eye both as a celebrity and a political
activist since the 1960s. She is probably most widely known for
her activism against the Vietnam war; more recently, she has led
rallies against nuclear energy, protested the United States'
support of the Boat People and supported both the Equal Rights
Movement and measures to censor pornography. In addition, Fonda
has actively participated in her husband Tom Hayden's campaign for
the California senate, as well as contributing more than $300,000
to his campaign. Concerning her contributions, Fonda has said:
Nowadays you have to be a millionaire to run for any high
office, but they never banked on people like Tom Hayden
marrying someone like me. I don't apologize for putting
my tremendous salary at the disposal of people who are
poor. And he's one of them (Urquhart, 1979, p. 29).
Being elected to offices is not the only area in which celebri
ties have influenced the political scene. Caughey (1984) states
that media figures affect individual behavior and decision-making.
The influence of popular celebrities on public opinion has been
discussed and studied since Kate Smith sold war bonds in the 1940s

(Wright, 1986) and actress Helen Hayes was Instrumental in organi

zing the research efforts for a polio vaccine during the 1950's.
In recent years several Hollywood celebrities have been active in

fundraising for financially strapped farmers, for AIDS research and
other causes.

When celebrities speak out in favor of particular issues or
candidates, they exert potential influence on public opinion.
Fundraisers for favored causes and political candidates are regular
activities of media figures. In 1985, Fonda and Hayden organized
"Network," a group designed to encourage celebrities to become
involved in social issues and political campaigns. Stephen Rivers,

Fonda's spokesperson for "Network," states, "Network is a resource
for celebrities, to help them decide what issues are valid and how

to get involved" ("Fonda:

Guru for," 1988, p. 169).

Further, Fonda has indicated that she also wants to present her
political beliefs to the public through her films:

...through some strange quirk in my life I've become a
movie star. Now I've become a political activist, why not
try and blend the two?
So I formed a movie company

(Kroll, Kasindorf, & Ames, 1977, p. 82).

I may have been a bit shrill in the past, but I've reached
the conclusion that rallies and speeches aren't necessar
ily as effective as making one hell of a good movie

(Haddad-Garcia, 1981, p. 68).

In order to gain control over her future films and the roles she
played, Fonda formed her own production company in 1973, IPG Films,
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her first film, Coming-Home, in 1978.

Her

partner, Bruce Gilbert, articulated Fonda's goals for her future
films through what they described as a political-cinema formula:
Start with an ordinary individual solidly wedded to
society's traditional values and beliefs.
Place that
character in a story whereby he, or she, as a result of
the lyrical flow of appropriate events, undergoes a deep
emotional experience and becomes politicized by it, i.e.,
awakened to the reality he or she never realized existed
before. Have that awakening reality struggle against the
old, safe illusions and beliefs.
In that way, the
character will gain the audience's sympathy. Then, when
the character's new reality triumphs over his .or her old
illusions, and when the character is transported into a
greater political awareness, the audience will have no
choice but to follow (Kiernan, 1983, pp. 290-91)*

In 1976, Fonda stated that she wanted to return to acting: "It
gives me the opportunity to make films about important issues and
the financial base to help the causes I believe in" (Lear, 1976, p.

145). Before Hollywood would hire her again, however, she needed
to be a less controversial public figure. According to Tom Hayden,

Fonda's husband:

It's important that Jane be restored to legitimacy now,
when she's active, and not in the twenty-first century,
which usually happens to controversial people...I'm very

impressed by how rapidly Jane's image has started
reverse itself (Haddad-Garcia, 1981 , p. 9)

Fonda

believes

that

movies

can

institutions in society (Fonda, 1984).

be

influential

to

image-making

This conviction was evident

when she said:

Movies are so important.
They shape our ideas and
attitudes, even as adults, much more than we think. And
with more leisure time, more technology in and out of the
home, what we watch will become very significant. I love
being part of that...I want nothing less than to help
re-shape Hollywood and its depictions of human beings and

their functions

(Cole & Farrell, 1984, p. 191).

Although Fonda has not directly stated her intention of using
her films to change her image, statements such as the previous ones

indicate such may have been the case.

Rosenthal (1971) proposes

that the speaker's rhetorical choices will be largely determined by
the degree of estrangement between the speaker and an audience.
Jane Fonda was facing an antagonistic audience. One way in which
she could successfully reach them was through the medium she knew
best, motion pictures. One of the goals of rhetorical criticism is
to discover "To what extent, and through what resources of rhetor
ical craftsmanship, did the speaker achieve the end - immediate or
delayed - which he sought?" (Thonssen, Baird, & Braden, 1970, p.
19)* Fonda's celebrity status provided her with the opportunity to

use films as a persuasive tool to "achieve the end" of altering her
image.

In view of the potential influence that media celebrities have
on public opinion, it is both important and relevant to study the
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persuasive strategies used by media figures, whether the goal is to
change their own images, or to influence other opinions of the
public. Through analyzing Fonda's character in each of the films,
this study applied Burke's theory of identification to determine
whether her character may have encouraged audience identification
by establishing a common ground with the audience.
REVIEW OF RELEVANT LITERATURE

of

Identification as a means of persuasion is a contemporary theory

rhetoric developed

by

Kenneth

Burke.

Burke (1969) defines

rhetoric as "the use of words by human agents to form attitudes or

to induce actions in other human agents" (p. 41). According to
Burke (1969)> rhetoric is "rooted in an essential function of
language itself...the use of language as a symbolic means of
inducing cooperation in beings that by nature respond to symbols"
(p. 43). Burke's definition focuses on persuasion (Foss, Foss, &
Trapp, 1985), which Burke (1970) defines as "avoiding the specific
and creating 'identification' through appeals so ambiguous no one
could object to them" (intro). As such, persuasion may be more
easily achieved through encouraging the receivers to identify with
the speaker or the content of the message than through more overt
strategies such as those Involving emotional appeals.

An important element
common ground, shared
between the source and
defines identification

of this persuasive theory is establishing a
values, goals. Interests and experiences,
the receiver (Burke, 1969). Cheney (I983)
as the way in which a "rhetor states

explicitly to an individual, 'I am like

interests as you'" (p. 147).

you' or 'I have the same

Olsen (cited

in

in Cheney, 1983)

states "identification suggests a direct associative process when
one presents oneself as strikingly similar to the extent that one

could 'represent' another's interest" (p. 148).

In other words,

the persuader associates himself or herself with something already
in a person's consciousness, the common ground, thereby drawing the
person in to share his or her values. Burke (1951) explains this
identification as the "new" rhetoric:

The key term for the 'old' rhetoric was 'persuasion' and
its stress upon deliberate design. The key term for the
'new' rhetoric would be 'identification' which can include

a partially 'subconscious' factor in appeal

(p. 203).

Burke's theory of identification is central to contemporary
rhetorical theory and criticism (Golden, Berquist, & Coleman,

1983).

According to Golden et al., the identification theory of

Burke "has enhanced our understanding of ethical proof, rhetorical
stance and audience analysis and adaptation" (p. 312).
Cheney

(1983) states that the theory has been variously applied "in terms

of an audience-centered conception of rhetoric, the Meadian notion
of the 'I' addressing its 'me', the nature of the unconscious,
shared 'substance' of individuals, phenomenological aspects of
coalition formation, and attempts by rhetors to forge conceptual
and linguistic associations with persuaders" (p. 143).
The

research

is lacking, however, in

applying

the theory

to

human

behavior, "to the workings of identification as the symbolic
process underlying basic tendencies in social relations" (Cheney,

1983» p. 143).

to

Cheney has applied Burke's theory of identification

the process of identification

within

organizations.

However,
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Burke's theory has been applied primarily to examining strategies
used by public speakers and politicians to establish a common
ground between their interests and those of the audience members
(Brock, 1969; Trent, 1971; Sanbonmatsu, 1971; Crable, 1977; Gaines,
1979).

Recent research has, however, extended the concepts of persua
sion

and

identification

to

television

and

movies.

It

has

been

suggested that viewers may establish a relationship, based upon
identification, with television and movie .characters. Research has
shown that many people develop social relationships with media

personalities based on the image of the character portrayed by the
celebrity
(Caughey, 1984; Horton & Wahl, 1956).
Parasocial
relationships are those relationships that develop between a viewer
and a media performer.
The reason these relationships can so
easily develop is because they "give the illusion of face-to-face

relationship with the performer" (Horton & Wohl, 1956, p. 215).

The viewer feels, therefore, as if he or she is having a personal
and private conversation with the media personality. Gumpert and
Cathcart (1986) use Johnny Carson as an example. When Carson is
performing on his show, he addresses the viewers as if he is

speaking directly to each one of them, encouraging the feeling of

having an "intimate" relationship with Carson (p. 185).

Caughey (1984) states that media figures who are important to us
often out number those individuals who are important to us in real
life. According to Caughey, it is common for viewers to develop an
intense admiration for the media figure.
Caughey further states
that media personalities many times affect an individual's deci
sion-making. Caughey summarizes the importance of these artificial
social relationships:

A major form of artificial social involvement is through
media consumption...Every time an American enters a movie
theater, turns on a media machine, or opens a book,
newspaper or magazine he or she slips mentally out of the
real

social

world

and

enters

an

artificial

vicarious

social experience... It is essential to recognize that
these other worlds are social worlds (pp. 33-35).
The reason these media worlds play such an important role in an
individual's life

is because the

(Caughey, 1984, p. 35).

media

world "seems

vividly

real"

The impact of these media relationships

seems even more significant when one considers that more than 50

percent of the average adult's
consumption (Caughey, 1984).

leisure

time

is spent

in

media

Another reason these artificial media relationships develop is
because the viewer may identify with the character being portrayed
through the media (Horton & Wohl, 1956). Chesebro (I986) applied
the concept of identification to television research and found five
communication systems for analyzing central characters on tele
vision

series.

In

what

he

refers to as the mimetic communication

systems, the main character is represented as "one of us."
Situations representative of everyday life are presented, allowing
the audience to identify with the character and his or her experi
ences.

Chesebro states:

22 Speech Association of Minnesota Journal

...entertainment is the dominant strategy or form used

when persuasive endeavors are undertaken within the

American culture.

. . . Entertainment is often guided by explicitly persua

sive objectives while good persuasion is often extremely
entertaining

(pp-

Chesebro (1986) found that, primarily, entertainment is persua
sive through its reinforcement of certain values.

was referring to television, it is both relevant and important to
also consider the potential of motion pictures to persuade.

Jowett and Linton (1980) state that identification with the star
of a film is one element of movie star aPPeal- The concept of
identification in film theory has been studied (Dart, 1976) and
while only a few studies have attempted to empirically measure the
exact nature of the identification, researchers generally agree it
exists (Jowett & Linton, 1980). Empirical tests have assessed
identification by measuring the emotional attachment or liking
indicated by the viewer for the media character (Clark, 1971

Two primary forms of identification have been found in research,
similarity and wishful identification (Feilitzen & Linne, 1975).

If an individual is engaging in similarity identification, he or
she will Identify with the character most similar to himself or
In
who
is
involved in wishful
herself.
In contrast,
contrast, the
tne viewer
viewer
miu
xo
— --

identification will identify more strongly with

'^that

or she desires to be like. Bygrave and Goodman ^1981) state that
Fonda's movies are designed to encourage identification between

characters and the audience members:

By using

flashy

male co-stars...and

having

Fonda's

character grow and learn (they never come off as know-itall ideologues), her IPG films have aimed at maximum

appeal and audience identification (p. 11).

Jowett and Linton (1980) explain that because viewers of movies
come to the film for the specific reason of being entertained in
some manner (e.g., to be frightened, sexually

laugh), the viewer is willing and perhaps even
to receive
the communication from the film. This establishes the Potential
for an unusually strong form

of communication.

Tudor

uyoy;

suggests that films create an environment for viewers that results
in a more powerful message and a more emotionally susceptible
viewer than television is able to do. According to Jowett and
Linton, the objective of a moviemaker is:

...one of persuading the viewer to cross the distance that
separates the viewer from the screen, and to imaginatively
enter the space of the screen world to experience

vicariously the events that occur within that world...The

viewer's desire to 'enter' the narrative events of the
movie is matched by the moviemaker's desire to create a
narrative which would encourage the viewer to do exactly
that (p. 91).

Based on the previously cited research, it seems logical to
suggest that a celebrity's influence on individuals' decisionmaking processes could be extended to the realm of political-issue
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attitudes and behaviors.
Additionally, audience members' identi
fication with a celebrity may influence their perceptions of that
celebrity's image. The review of Burke's theory of identification
shows a gap remains, however, in using the theory to analyze
persuasive strategies found in motion pictures.

Boulding's

(1971)

movement of society

view

as

a

of

social

process

of

process

sees

image-formation

"the

whole

under

the

stimulus of messages transmitted by networks of communication" (p.

98).

Past research has established that people identify with media

figures, identification is a means to achieve persuasion, and
persuasive objectives are used 'in entertainment. Further, Fonda
has stated she strives to combine her political convictions with
her movies. In view of the increasing number of media celebrities
who are both directly and indirectly involved in American politics,
these four points provide valid reasons for applying the theory of
identification to the study of Fonda's films.
Based on the
previous research, this study applied Burke's theory of identifi
cation to the content of her films and examined whether this theory
could be used to illuminate the persuasuve strategies within
Fonda's films.

METHOD OF ANALYSIS

The first ten films made by Fonda beginning in 1977, the year
Fonda has indicated that she was making her comeback to Hollywood
films, were analyzed to determine if the themes and characters of

Fonda's movies may have encouraged the public to have a more
positive image of her. In order to meet the goals of this study,
the films selected had to fulfill two criteria. First, Fonda had
to have a leading role in the film or her character had to be
crucial to the plot's development as in On-Golden-Pond. Second,
the films had to successful at the box-office.

The second was an

important criterion because box office success usually implies the
presence of effective identification strategies. The seven films

that met these criteria were:

1.

Fun with Dick and Jane. 1977.

2.

Julia. 1977.

3.

Coming Home. 1978.

1.

The China Svndrome. 1979.

5.

The Electric Horseman. 1979.

6.

Wine to Five. I98O.

7.

On Golden Pond. I98I.

The other three films Fonda made during this time did not meet
the criteria for the study. Comes A Horseman. 1978, and Rollover.

1981, were not box-office hits.

Although

California Suite (1978),

was received well by audiences, the Neil Simon film featured seven
other well known Hollywood actors besides Fonda.
None of the
performers had starring roles in the film.
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The seven films could be said to establish common ground between
Fonda's characters and the audience insofar as they met the
following conditions:
1.

2.

Did the film reinforce a societal norm or value?

(e.g., value of the family).

Did the movie present a conflict or problem with
which the audience members could identify?

inflation, Job dissatisfaction).

3.

(e.g.,

Has the main character (or characters) cast in a drama
that represents everyday situations? In other words,

could the viewer picture himself or herself in a
similar situation? (e.g., having possessions repos
sessed after losing a Job).
Was the main character (or characters) cast in
situations that could encourage wishful

identification? (e.g., fighting

against large corporations).
ANALTSIS

Based on the preceeding definition, identification strategies

were found in all seven of the movies examined in this study.
Fonda's character in each film encouraged audience identification

by attempting to establish common ground between the character and

the audience. Accordingly, the plot of each film presented the
audience members with everyday situations and experiences with
which they could be expected to identify.
The identification,
thus, may have encouraged the public to hold a more positive image
of Fonda. Explanation of the identification strategies used in
three of the films and how they may have encouraged audience
identification now will be provided.

Coming

Home (1978)

is

a

dramatic

film

that

marked

one

of

Hollywood's first attempts to come to terms with the effects of the

Vietnam War. The movie centers on the changing relationships among
the three main characters: Captain Hyde and his wife Sally, played
by Fonda, and a disabled Vietnam veteran, Luke Martin. Sally Hyde
is an unliberated military wife whose basic goals in life are to
"look like Jackie Kennedy" and please her husband (Haddad-Garcia,
1981, p. 201). .Captain Hyde, played by Bruce Dern, is a macho
superpatriot who believes his wife's place is in the home. After
Hyde signs up for a tour of duty in Vietnam, Sally is on her own
for the first time, and finds she has nothing to do but rearrange
the furniture.
To fill in time, she begins volunteering at a
veteran's hospital a few days a week, and ends up working in the
ward for paraplegics. There she meets a former school classmate,
Luke Martin, (Jon Voight) whose stint in Vietnam left him paralyzed
and bitter. As Sally tries to understand Luke and get at the root
of his anger, they both begin to understand each other and fall in
love.

The

events

in

Sally's

life

liberate

her

in

different

ways.

First, she becomes more self-sufficient as a result of her hus
band's absence.
Then, through her relationship with Luke, she
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slowly begins to understand

not only more

about herself, but also the true nature of the war.

Coming Home dealt sensitively

with the Vietnam War as well as

presenting Hollywood's first realistic portrayal of a paraplegic.

Public

response

veterans

was

praising

the

quite

film.

favorable,
Fonda's

with

even

character

some

was one

Vietnam

millions

could identify with, and as audiences watched her character change,
they could also identify with the change. Sally Hyde changes from
a patriotic, serviceman's wife who does not question the policies
of her country, to a woman struggling against her old, safe
beliefs, until finally, she can no longer justify her unquestioning
acceptance of her country's involvement in the war.

Had

the film

centered on a less appealing character who was not so politically
innocent, the film would not have encouraged as much identification
between Fonda's character and the audience members.

Fonda said of

the film:

All

we

moving

wanted

from

to

point

do

in

the

A

to

point

movie

is

B.

to

show

this

That's all.

woman

It would

have been phony to have her undergo some great liberal
conversion.
Remember, this was 1968, Nixon was in the
White House, and it wasn't too easy to be against the war
(Haddad-Garcia, 1981 , p. 67).
The degree

to

which

I can

render that woman

real

has a

whole political implication for me personally, because
those are the kinds of people who hate me, who thought I
was a traitor (Carroll, 1985, p. 218).

Although Coming Home made a statement about the Vietnam War, it
contained

none

of

the

radicalism

during her antiwar protests.

that

had

characterized

Fonda

Ellis (1985) wrote:

Though involving no combat - and perhaps sentimental and
unreal, as has been argued - it seems an honest attempt to
confront the human wreckage left in the wake of the war;
the aftermath of the Vietnam War, in particular. It does
not question the war itself so much

as the attitudes it

had given rise to (p. 123).
It is important to remember that as the Vietnam War escalated
and the casualites increased, many American citizens who started as
supporters of the War began to question both the ethics and the
logic behind their country's committment to this conflict.
The
personal changes they watch Sally Hyde undergo reminds viewers of

the dissonance and

emotional

turmoil

they

also

experienced. An

article in Time (1978) stated: " ... Coming Home ...reminds us of

the choices everybody made during those harrowing war years-and of
the price the nation paid thereafter" (Rich, 1978, p. 68).
The structure of the plot in this movie follows Fonda's politi
cal-cinema formula previously cited. This formula can be related
to Burke's concept of rhetorical form.
Burke (1966) states that
although the content of rhetoric is important, it cannot be
separated from its form and accordingly, form and content interact

to encourage identification.

Form refers to pattern, the sequenc

ing of events found in the content and is defined as "the creation

of an appetite in the mind of the auditor, and
satisfying of that appetite" (Burke, 1953, p. 31).

the adequate
Foss et al.,
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(1985) state

that

audiences

become

1989

involved

in

the

form

of any

rhetorical work:

Through involvement in its form, a rhetorical work induces
tensions or expectations with which the audience identi
fies.

When

the

rhetor

resolves

the

tension

and

creates

some sort of resolution in the work, the audience views
the work's resolution as its own (p. 163).
Burke (1972) identifies three primary types of form; conven
tional, repetitive, and progressive. Progressive form involves two
types, syllogistic and qualitative progression, both of which can
be applied to the sequencing of events in movies and television
programs.
Through the development of certain situations, pro
gressive form encourages the audience to expect or want certain
outcomes.
Syllogistic progression is "the form of a perfectly

conducted argument, advancing step by step" (Burke, 1953, P* 124).

For example, in a typical western movie, the audience expects the
good cowboys, the ones wearing the white hats, to overcome the evil,
deeds of the cowboys with the black hats. Audiences expected every
"Gunsmoke" episode to end with Matt Dillon winning the shoot-out
with the outlaw Just as they expected Perry Mason would always win
his case.

These are examples of syllogistic progression.

Qualitative progression is the second type of progressive form.
In syllogistic progression the action in the plot prepares the
audience to anticipate the next action.
In contrast, what is
important to qualitative progression is the tone of the scenes or
events that place the audience "into a state of mind which another

state of mind can

appropriately follow" (Burke, 1953, P< 125)-

This is essentially what Fonda's politicial-cinema formula seems to
be attempting to accomplish.
For example, in Coming Home, the
audience is presented with events that slowly build to antiwar
sentiments, with each event paving the way for the acceptance of
following scenes that infer even stronger antiwar sentiments. It
was necessary to begin with scenes that did not alienate the
audience so that gradually the viewers could be drawn into identi
fying with the antiwar sentiments expressed by the characters of
the film.

A second difference between syllogistic and qualitative pro
gression is that the outcome may not be anticipated or viewed as
appropriate until the end of the work. This strategy can also be
identified in Coming Home.
At the beginning of the film Bruce
Bern's suicide could not have been expected or viewed as appro
priate by the audience. However, once the military Captain returns
home to discover that his wife is having an affair with a disabled
Vietnam veteran, a veteran who is also actively protesting the war
Bern has been fighting, his suicidie can be viewed as an appropriate
ending, again giving the audience resolution.

An indication that Coming Home encouraged audience identifi
cation and a more positive public image of Fonda was the success of
the movie.

The film

was a

box-office hit for which Fonda

won

her

second Oscar. When ABC telecast Coming Home in 1979, it drew one
of the largest audiences ever by a theatrical motion picture on
television (Haddad-Garcia , I98I).
The China Svndrome (1979) features a Woodward-Bernstein type of
plot about a television reporter, Kimberly Wells (Fonda), who.
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while

on

a

routine

stumbles upon

assignment
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at

a

local nuclear

the biggest story of her career.

power

plant,

Wells and

her

photographer, Richard Adams (Michael Douglas), witness what appears

to be some sort of serious accident.

The company claims it was a

minor problem that never posed any threat to the plant or the
surrounding area, but Kimberly and Richard do not believe them.

During the crisis Richard has surreptitiously done some unauthor
ized filming in the control room, and what his camera has recorded
conflicts with the company's version of the incident. Wells' boss,

however, refuses to allow her to broadcast the story or the film,
fearing legal hassles with the big power'companies.

Angry over not being allowed to run his film, Richard enlists
the aid of experts in the field of nuclear energy. After he shows

them his film, they confirm his suspicions: it was serious, a near
disaster. The experts inform Richard that it appears the plant
narrowly escaped a reactor melt down, or what is theoretically
referred to as "The China Syndrome," the condition when the nuclear

pile overheats uncontrollably and melts its way through the earth,
"all the way to China" (Cole & Farrell, 1981, p. 239)«
Kimberly, reluctant at first to do anything that would Jeopar

dize her job, is now determined to investigate the incident.
approaches the plant manager. Jack Godell, a company man

She
who

staunchly defends the plant's safety. However, his suspicions are
aroused and after doing some investigating of his own, he discovers
serious flaws in the plant's construction and many falsified
x-rays. His sense of concern about the safety of the plant and his
ethics outweigh his company loyalty, and he agrees to bring
evidence to Kimberly that will prove the unsafe condition of the
plant.

The rest of the story essentially pits the good guys, Kimberly,
Richard and Jack, against the bad guys, the top men in the nuclear
power plant. After threats and attempted murders, Godell barri
cades himself in the control room of the plant and demands to be
interviewed by Kimberly, so he can reveal the coverup to the
public. Before he is able to tell everything a SWAT team storms
the control room, and kills Godell.

Not only did The China Svndrome deal with the potential dangers
of nuclear energy but the two main characters. Wells and Godell
(Fonda and Lemmon), were shown facing difficult decisions with

which viewers could identify, whether to speak-up if one is
confronted with unethical practices by his/her company or to take

the easier way out and remain quiet. The plot developed around the
common people fighting against big business. Although most people
may never find themselves in a similar situation, audiences could
identify indirectly (i.e., wishful identification) with the theme.
Many people have a desire to fight big business even though they
may never be in a position to actually do so.

On Golden Pond (1981) is a warm, old-fashioned film whose themes
of mortality and reconciliation in a family touched America's heart
(Spada, 1985). The story centers on the interaction between an
elderly couple, Norman and Ethel Thayer, who are facing death.

Henry Fonda plays the cantankerous Norman, and Katherine Hepburn
plays his adoring wife Ethel. With Norman turning eighty and in
poor health, the Thayers have come to spend what may be their last

summer at Golden Pond.
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Their independent, divorced daughter, Chelsea, is played by Jane
Fonda, marking the first and only film she and her father appear in
together. When Chelsea arrives for Norman's eightieth birthday
party, and to leave her boyfriend's 13 year-old-son, Billy, with
her parents so she and her boyfriend can go to Europe, the tensions
between father and daughter surface immediately.

Norman's diffi

culty expressing affection to Chelsea, and her resentment of that,
have kept their relationship strained (Spada, 1985).
While Chelsea is in Europe, Norman

and

Billy develop a close

friendship, something Chelsea had never been able to do. She
quickly becomes Jealous when she returns from Europe and sees how
easily Billy became Norman's friend. In a scene that poignantly

shows Chelsea and Norman reach a tentative reconciliation, Chelsea
tells Norman she too wants to be his friend.

The movie ends with Norman and Ethel closing up their home for
the summer. While they are loading packages in the car, Norman
suffers a mild attack.
As Ethel comforts him, they are both
confronted, as is the audience, with the reality of their own
mortality.

Audiences could easily identify with On Golden Pond's sensitive

theme of mortality and family reconciliation. The reconciliation
between the daughter and the father in the film encouraged audi
ences to also identify the reconciliation as one between Fonda and
her father. Watching the implied reconciliation of the rebellious
Jane Fonda with her aging father Henry, may have further estab
lished a common ground between Jane Fonda and the audience. Few
families are

estranged

immune

family

to

strife

members

is

a

and

a

theme

reconciliation

with

which

between

the

viewers could

identify.

As previously stated, identification strategies were found

all seven

of the films examined.

in

These explanations of identi

fication strategies found in Coming Home. The China Svndrome. and
On Golden Pond are representative of those found in the other four
movies:

Fun with Dick and Jane. Julia. The Electric Horseman, and

Nine to Five.

CONCLUSION

Jane Fonda's negative public image of the Vietnam
changed to a more positive image. Sheehy (1980) states:

era

has

In only four years she has killed off 'Hanoi Jane' and won

the hearts and mind of Good-Housekeeping America (whose
readers recently admitted her to the company of Anita
Bryant and Fat Nixon on their list of most admired women)

(p. 2).

If polls are an accurate Indication of public opinion, then
Fonda certainly appears to have changed her public image. In a
1985 Roper poll for U.S. News & World Report. Fonda was the first
choice of female respondents who were asked to name their personal

hero or heroine.

Fonda placed fourth in the same survey among the

choices of both male and female respondents (McBee, 1985).
Additionally, a I987 poll by Penn and Schoen asked U.S. citizens if
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they were to elect another celebrity to the presidency| who would
they chose? Fonda received nine percent of the votes ("People
Digest," 1987).

This shift from a negative to a more positive image may be

explained, in part, by Burke's persuasive theory of identifi
cation. By presenting audiences with characters and plots with
which they could identify, at least in thought if not in actual
behavior, Fonda's films encouraged the perception of common ground
between

herself and

the

viewers.

The

identification strategies

presented to viewers through her movids and her characters, in
turn, encouraged viewers to perceive Fonda as more like "one of us"
and thus as having a more positive image.

Although the general response of the public seems favorable to
Fonda, the identification strategies have not worked with every
one.

Fonda's critics continue to surface.

stores

in

the

North

Hiami

Beach

area

In 1984, two department

cancelled

her

appearances

after receiving protests from conservative groups (Spada, 1985).

In 1986, about fifty members of the Veterans of Foreign Wars signed
a petition protesting a $2,000 campaign contribution Fonda made to
the Senate campaign of Lt. Governor Harriet Hoods of Missouri. The
petition stated that Woods' acceptance of the donation "slapped the

face of every veteran in Missouri" ("Around the Nation," 1986, p.
31).

More recently, a group of citizens from Waterbury, Connec

ticut protested Fonda's plans to make a movie in their town.
Joseph J. Santopietro, the mayor of Waterbury, stated Fonda was not
welcome because "her stance on the Vietnam War unfortunately put

her on the wrong side of many people in Waterbury" (McCarthy, 1987,
p. 78).

Fonda

has

acknowledged

that

in

some

Americans'

probably will always remain "Hanoi Jane,** the traitor.

attitudes she has stated:

minds

she

About those

"I regret it very much, and I hope that

in time people will understand those were not my sentiments"
(Spada, 1985, p. 152). In June 1988, Fonda appeared on the ABC
program "20-20" and stated she was "very sorry for some of what I
did" ("Vets want Fonda," 1988, p. 2).

Although the results of this study indicate that Fonda's films

played an important role in altering her negative public image,
there are other factors that may also have contributed to enhancing
her public image. First, after the revelations of the Watergate
Hearings, Fonda received support for some of her positions. Few
gave credibility to her accusations that Nixon had wiretapped and

spied on American citizens and was harassing her because of her
political beliefs until the Ervin Committee and the Special

Prosecutor's Office exposed Watergate and Nixon. The climate of
skepticism that was felt across the nation after Watergate may have
opened the door for the rehabilitation of Fonda's image.
Secondly, the incident at Three Mile Island just two weeks after
the release of The China Syndrome generated enormous publicity for

the film. Equally as important, Fonda's credibility again received
a boost. The accident the American public had been assured could
not happen, happened, and Fonda, through her movie, had warned them
in advance.

Third, the great success of her work-out business has also been

important to her changed

image.

Women

throughout the country
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brought her books and video into their homes.

of what middle-age could

healthy.

be, still

She became a symbol

productive, beautiful, and

However, the majority of the publicity Fonda received

from her workout businesses occurred after the films examined in

this study were released. All seven movies were released by 1981 ,
the year Fonda's first workout book was published. Although she
received some publicity prior to her book when she opened her
workout

salons

in

California,

most

of

the

national

publicity

occurred after the publication of her first book, Jane Fonda's
Workout Book.

Since that first book, Fonda has published two more

exercise books, as well as marketing a line of workout clothes and
videotapes of her exercise regimen.

These factors probably contributed to Fonda's changing image,
but her image had begun to change prior to the incident at Three
Mile Island and the success of her workout business, as evidenced

by the tone of the articles appearing about Fonda in the press.

The tone had already shifted from one of hostility to one of
admiration with titles such as "Jane Fonda's Happy Heist," (Wilson,

1977), "Growing Fonder of Fonda: The rebel has mellowed," (Time.
October 3, 1977) and "Hollywood's New Heroines," (Kroll, 1977).
Perhaps the Watergate revelations may have encouraged the public to
be

less critical

of Fonda, thus

paving

the

way

for

possible

identification with her movies.

Although her movies and the historical events just mentioned may

have contributed to Fonda's more positive image, it is necessary to

acknowledge that her image may have changed regardless of her films
or any other external events. Certainly, time serves to soften
many conflicts and Fonda's image may not be an exception. Fonda's
father, Henry, summarized this view in 1981 when he suggested that

perhaps America had changed more than his daughter had (Teichmann,

1981). Even given these competing explanations for Fonda's image
change, the evidence found for identification strategies in her
movies is compelling enough to suggest that it is the most viable
explanation.

The obvious question to ask at this point is "Did Jane Fonda

make a conscious decision to change her image through her movies?"

Only speculation about that question is possible since efforts to

contact.Fonda and ask her this
different interviews, however,
indicated that she needed to
return to Hollywood films, and

question have been unsuccessful. In
Fonda and her husband, Hayden, have
change her image before she could
that she wanted to continue acting

in order to make the kinds of films she believed were important.

The identification strategies in Fonda's films indicate a rela

tionship between her movie roles and her more positive public
image, whether the strategies were a conscious effort on her part

or not.

This study was limited to an examination of Fonda's first ten

movies after her Hollywood comeback in 1977.

With future research

increasing the sample size to include Fonda's movies made at the
beginning of her career in the early sixties and those made during
her antiwar protest period, comparisons could be made. Analysis of
these films might indicate the dichotomy between non-traditional

and traditional values as Fonda progressed toward political
activism.
Researchers could study whether movies prior to 1977
included identification strategies and were similar or different
from those found in the movies analyzed in this study between 1977

Rehabilitating a Rebel

and 1981.
Fonda's
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Additionally, the sample could be increased to include

movies

after

On

Golden

Pond, the

last

movie

examined

in

this study, to determine whether identification strategies continue
to appear in her films.
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Metaphors And Organizational Culture Research:
Assumptions, Concerns, And Suggestions

Gerald L. Pepper

The portrayal of organizations as cultures has received wide

spread treatment and acceptance over the last ten years (e.g.,
Bodenman, 1988; Casey, 1988; Frost, Moore, Louis, Lundberg, &

Martin, 1985; Pacanowsky & 0*Donnell-Trujillo, 1982, 1983; Putnam &
Pacanowsky, 1983; Pettigrew, 1979; Sathe, 1985; Schein, 1981;
Shuherk, 1987; Smircich & Calas, 1987; and, Winograd, 1987). For
the most part this attention to culture has been theoretically
based, focusing on culture as an explanatory metaphor different

than

competing

metaphors,

such

as

organizations

as

systems,

machines, etc. (see Morgan, 1986, for a very useful review of
competing metaphors). The result of this focus is an impressively
large body of scholarly literature arguing for the legitimacy of
culture as an issue relevant in organizational research.

Less comprehensive, however, are the methods suggested as useful

in culture research.

These methods range from the very straight

forward suggestions of Schein (1981) to focus on socialization
practices, responses to critical incidents, employee beliefs and
values, and puzzling events, to the complex suggestions of Mitroff
(1981, 1983, 198I) that organizations are composite projections of
individual member psyches, calling for psychoanalytic methods of
analysis.

Increasingly, many

researchers are examining culture through

techniques of text analysis.

Strine and Pacanowsky (1985) ad

dressed the issue of the quality of interpretive accounts as
revolving around the dimensions of authorial stance, authorial
status, and author-audience contact. Brown (1985) demonstrated a

relationship between tenure in an organization, adoption of
organizational values, and how these values were related in the
stories of organizational members. Brummett (1981) suggested that
Burke's notion of the representative anecdote would offer a useful

critical tool in the identification of themes that link discourses

together. And, Manning (1986) argued that organizations can be
understood as "message-processing systems" that function to convert
messages into meaningful, coded information.

Despite the diversity of methodological approaches to the study
of organizational culture, most of the methods are tied together by
the assumption that the language of the organization members is the

key to understanding the organization culture (Barnett, 1988). The

critical methodological questions, then, have focused on how to get
at member's language and, once gotten at, what to do with it.

Gerald Pepper, Ph.D., is Assistant Professor in the Department

of Communication at the University of Minnesota, Duluth.
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My purposes in this paper are to (1) discuss the critical issues

in the building of a method to examine one of the most commonly
mentioned, yet apparently troublesome "language" concepts in the

organizational culture literature--metaphor, and (2) suggest a

method for examining metaphor based on a new three-tier typology
which

identifies three

forms of metaphor.

To accomplish these

purposes I'll first review some of the principal work that has
linked metaphor and the study of organizations together. Second,
I'll present the critical assumptions that, though often unstated,
serve to ground culture research and, by extension, metaphor
research in organizations. Finally, I'll suggest a new three-tier

typology of metaphor that should help direct research into the
metaphors of organizational culture. At the end of this paper,
results are offered of a preliminary study conducted by the author
testing the usability of the new three-tier conceptualization.
BACKGROUND

Metaphors And Organizations

Early works by Lakoff and Johnson (1980a, 1980b) and works by

others, including Krefting and Frost (1985), Morgan (1980, 1981,
1983, 1986), Pondy (1983), Smircich (1983a, 1983b), and Weick

(1979) have highlighted the importance of metaphor in our under

standing of the human conceptual process and as an aid toward

fuller understanding and explication of organizational culture.
Indeed, when authors deal with the issues of organizational culture
it is very common for them to refer to metaphor as both a tool and
a goal of culture analysis.

For example, Weick (1979) suggested that theorists and organi

zational members "mutate metaphors" to "capture different private

realities" (p. 51) of the organization; Smircich (1983a) argued

that theorists should attempt the "critical examination of the ways

in which our thinking is shaped and constrained by our choice of
metaphors" (p. 311); Barley (1983) suggested that a semiotic
analysis of culture relies on a mix of metonymical and metaphorical

signification; Pacanowsky and O'Donnell-TruJillo (1982) argued that

"metaphors, when used by organizational members, may be helpful in
understanding a sense of how members structure their experiences,"
(p. 125); Farrell and Goodnight (1981) argued that "technical
reasoning" guided by the logic of an "energy" root metaphor acted
as an obstacle blocking the ability of the communicators at Three
Mile

Island

to

inform

the

public

of what

was occurring; and.

Manning (1979) argued that field research in organizations should

focus on how, methodologically, to understand the discourse in an

organization. Manning suggested that such an analysis resembles
textual analysis and, thus, should center around "master tropes"-

-metaphor, metonymy, synecdoche, and irony.

More recently, Keidel (1981, 1987) has argued that sports and
organizations are sufficiently similar that one can use team sports

as a legitimate model of work organizations, and Rogers (1987), in

Waging Business Warfare, has suggested that organizations are
armies, and to win, organizations must learn to conduct warfare by
studying the lessons of the great military leaders of history.
This concern

with metaphor should

not be taken lightly, for

metaphor analysis carries the potential of "unpacking" organization

Metaphors
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members' understandings of experience. This potential was recog
nized by Moch and Fields (1965)i who wrote:

By focusing on metaphors in use, we may be able to
interpret statements from within the frame held by
the speaker or writer.
Should a content analysis
that emphasizes metaphors realize this possibility,
it doubtless would facilitate understanding . . . and
provide an important tool for gathering useful
knowledge for organizations and for those who are

affected by them. (p. 81)

Methodologically, attempts to "get at" the metaphors of organi
zation members have taken three general forms: psychodynamic
approaches,
pragmatic
approaches, and
cognitive
approaches.
Mitroff (1981, 1983, 1981) and, to a much lesser degree, Obert
(1981) argued for what can be called a psychodynamic approach to
organizations,. based primarily on Jungian notions of archetypes.
Put simply, from this perspective organizations are presented as
projections of member's personalities.
These projections are
variants of underlying, universal archetypes. According to Jung
(1980a), an archetype is a "primordial type," part of "an uncon
scious content that is altered by becoming conscious and by being
perceived, and it takes colour from the individual consciousness in
which it happens to appear" (p. 5).
Also according to Jung
(1980b), "An archetypal content expresses itself, first and
foremost, in metaphors" (p. 157).

Similarly, White and McSwain (1983) suggested that organiza
tional theory be able to account for four levels of organizational
reality: a structural level of behavioral expectations, a social
relations level of rules and negotiations, a nomological level of
individual consciousness, and a human-encounter level of uncon
scious energy (p. 291). The methods of psychodynamic researchers,
then, are the methods of psychoanalysis, focusing on how myths,
stories, legends, rituals, etc.., symbolically represent the
projections of a collective unconscious.

A

generally

pragmatic

approach can

be seen

in

the

works of

Cohen, March, and Olsen (1972), Hirsch and Andrews (1983), Huff
(1980), and Meyer (1981). A pragmatist's interest in metaphor lies
primarily with the concept's heuristic capabilities. These authors
explore metaphor's potential as a tool toward a different under

standing Of some organizational event.

For example, Meyer (198I)

set out to demonstrate the "practical utility" of metaphor in
theory building. During a six year study encompassing twenty-five
organizations, Meyer developed what he called "the cartography of
capital budgeting" for medical capital budgeting, based on consis
tently repeated metaphoric descriptions.

Methodologically, those who view metaphor pragmatically tend to
present metaphor as a figure of speech that is useful in high
lighting some topic through the juxtaposition of seemingly opposing
categories. For the pragmatists, metaphor is a linguistic event.
Much more common in the culture literature are "cognitivists,"

theorists who view metaphors as the symbolic achievements of shared
sense-making.
This group of researchers, including Dandridge,

Mitroff, and Joyce (1980), Deetz (1982), Koch and Deetz (1981),
Morgan (I98O, 198I, 1983)1 Pacanowsky and O'Donnell-Trujillo (1982,
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1983), Pondy (1983), Smircich (1983b), and Smith and Eisenberg
(1987) present metaphor as both a goal of culture research (e.g.,
Smircich, 1983b) and a tool in the explication of organizational
cultures (e.g., Pacanowsky and O'Donnell-Trujillo, 1982).

For cognitivists, metaphors embody organization members' shared
developed cognitivist method is that of Koch and Deetz (1981),
understandings of their organizational experien^ees.

based on Lakoff and Johnson's (1980a) work, and revised by Smith
and Eisenberg (1987). Koch and Deetz suggested the following
procedure. First, the researcher should record organizational
members' talk, focusing on the topic of the research. Additional
topic related data should be gathered from various organizational
documents. Second, if members are interviewed, the questions
should be "metaphorically 'neutral'," and follow up questions
should be phrased in the metaphors of the interviewee. Third, from
the collected data, metaphors are identified and analyzed, depend
ing on the researcher's purpose.

In line with Lakoff and Johnson (1980a), the metaphors are

sorted into coherent groups until patterns can be found.

These

clusters of entailments represent the metaphoric constructions ol

members' organizational reality, constructions often not con

sciously produced.

Recently, Smith and Eisenberg (1987) extended Koch and Deetz's

method for interpreting metaphor, by focusing on the changes in

root metaphors that accounted for the world views of Disneyland
employees. Through the method the authors were able to account for

conflicts between Disneyland labor and management, stemming from

different world view as expressed in root metaphors.

Methodologically, then, cognitivists bridge the psychodynamic
and pragmatic orientations to metaphor's usefulness. Cognitivists
attempt to interpret language as an occurrence of everyday sensemaking. As such, language serves both the pragmatic end of
confirming shared experiences, as well as the psychodynamic end o
acting as a conscious and unconscious outlet for experiences. The
proposal below falls under a cognitivist label.
CRITICAL ASSUMPTIONS

A key reason that metaphor research is difficult to conduct and
assumptions on the part of the researchers. In this section I will

often more difficult to accept is the lack of clearly stated

outline the key concepts and philosophical assumptions that l

believe should guide this- type of "cognitivist" researchs rhetor
ical space, rhetorical culture, rhetorical subculture, context,
direct (literal) context, and indirect (metaphorical) context.
Like any research, culture research will be accepted or rejected on
the basis of its guiding assumptions.
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Rhetorical Space

Similar to Bormann's (1980) notion of a rhetorical community, a
®

rhetorical space (RS) is equivalent to a society, a

number of people from two to many who demonstrate a similar
rhetorical "style," governed by an assumed system of norms, rules,
conventions, and variations. Rhetorical spaces take forms such as

dyads, small groups, prison populations,
tions." universities, towns, etc. Members of a RS usually u;

speak a common language, thus permitting thinp like rule ""ntenance and shared meaning, and (2) recognize themselves as partici
pants in the RS. A RS is not, however, a rhetorical culture.
Rhetorical Culture

A rhetorical culture (RC) consists of a set of individuals whose
different from that of other RCs within the same RS. Membership in

language use characterizes them as having a perspective on the RS

a RC is exclusively a function of language use. ^Jhe members

collectively use a variant form of the language of the RS. Th s
collective variance unifies the users into an identifiable cul
ture. Thus, individuals may belong to multiple cultures simul
taneously, members are not necessarily aware of their membership in
a RC, and language use as a behavior indicates cultural membership.
Rhetorical Subculture

A rhetorical subculture (RSC) refers to those pockets of people

who (1) collectively constitute the RC, and (2) exhibit

idiosyncracies" of language use. These collections of individuals
practice a language style that varies from other subcultures within
the same RC. (See Van Maanen & Barley, 1985, for a useful discus

sion of subcultures.)

For example, within the RS of a hospital a number of RCs may be
evident, such as administrators, doctors, nurses, staff, ana
patients. Within each RC, however, are a number of potential
RSCs. The culture of "staffworkers," for example, may consist 01
at least the RSCs of clerical, laboratory, janitorial, and volun
teer workers, each of which varies from the others, all of w c

constitute the larger community of RC.
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The interrelatedness of RS, RC, and RSC is shown in Figure t.

Figure 1. The relationship between rhetorical spacog rhetorical culture,

and rhetorical subculture.
Rhetorical

Space:
Rhetorical
Cultures:

Rhetorical

Subcultures:

Nursing Home

X I

Adii1n1strators«»Nursing Staff

I

I

Directors:

Hales Female:

Staff

Volunteers

•Residents

Hale: Female; Those
there by choice;
Those forced to be
there

Figure 1 is oversimplified in that within any given rhetorical
space, or population, there are a number of rhetorical cultures,
each composed of subcultures. Both these cultures and subcultures
exhibit the dominant rhetorical style, as well as the variations
that distinguish one from the other. Also illustrated in Figure 1
is the reciprocal influence of the sets of participants upon one
another. Finally, Figure 1 suggests that a rhetorical space may be
made up of many overlapping rhetorical cultures, which in turn may
be made up of many overlapping rhetorical subcultures.
Context

A context consists of the parts of a situation that are relevant

to the event. Farts are the recognized and, often unrecognized,
constituents of an occurrence. Events are any focus, such as a
letter, a word, a behavior, a building, a meaningful utterance,

etc. A situation is a perceived relationship
example, consider the letter b.
Here, "b"
within a context. It is an event independent
situationless. However, one can easily build

between parts. As an
appears not to exist
of other parts; it is
context, such as

bed
bedroom
a child's bedroom

a child's bedroom full of toys.

In each progressive case, more parts become relevant, a more
complex situation develops, and the original focus—"b"—becomes

more obscured in the total context.

Thus, any adequate under

standing of context (either literal or figurative) must account for
the complexity of the situation.

Metaphors
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The importance of context in the analysis of text and language

generally has been discussed in many placeS) such as Farrell and

Frentz (1979), Frentz and Farrell (1976), Kittay (1984), and Langer
(1970). Two types of context are important in this proposal:
direct and indirect.

Direct Conteit

Direct context refers to what is commonly called "literal," and
includes the information necessary for • the auditor to make a
determination as to "meaning." In the example above the direct

context is each person's interpretations(s) of "a child's bedroom
full of toys." Despite individual variance, a group of common

language users would interpret the phrase similarly enough to
accomplish shared meaning. Direct context is often assessed in

content analytic procedures, and can be done so in highly system
atic ways, such as with the use of computerized content analysis
programs like The Minnesota Contextual Content Analysis Program,
described by McTavish and Pirro (1985).
Indirect Context

Indirect context refers to what is commonly called "metaphor

ical," and, as with direct context, includes the information
necessary for the auditor to make a determination as to "meaning."
The suggested procedure for the analysis of metaphor and explica
tion of indirect context is embedded in three central assumptions

that are unnecessary in the analysis of direct context: (l) that

interpretations of. meaning can be differentiated between direct
(literal meaning) and indirect (metaphorical meaning), (2) that
something

called

a

"deep

structure"

exists

within

the

human

conceptual apparatus, and (3) that three types of metaphorical
utterances

can

be

distinguished:

ambiguous, and unplanned.

planned

Indirect versus direct interpretations.

ornamental,

planned

Direct interpretations

occur when the interpreter is faced with a semantic oddity, such as
when an employee refers to the workplace as a zoo. Direct inter
pretations are literal interpretations based upon knowledge of
language rules and uses. Indirect interpretations, however, occur
at all times, regardless of the form of an utterance, as a result
of the interpreter experiencing the language act.
Indirect
interpretations are the building of context based on the degree of
familiarity the auditor has with the utterance. A great deal of
familiarity would result in the auditor paying minimal attention to
the utterance, while minimal familiarity would cause the auditor to
pause and "make sense" of the utterance.
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Deep

structure.

The

method

proposed

for

the

analysis

of

metaphors is predicated on the argument that something called a
deep structure (preconscious or subconscious pattern of assumptions
about "reality") exists and, that this deep structure is important
in understanding language use generally, and language's influence
on organizational (rhetorical) culture specifically (see, for
example, Conrad, 1983; Deetz, 1982; Deetz and Kersten, 1983;

Denzin, 1983; Krefting and Frost, 1985; Pepper, 1912; and White and
HcSwain,

1983)*

Metaphors

represent

the

underlying

(or

deep)

structure of utterances and can be examined through the analysis of
indirect contexts.

Three types of metaphor. In order to demonstrate the recogni
tion that certain parts of any text are more consciously thought
out than others, I'm suggesting the three part classification
system diagrammed in Figure 2.

Figure 2. Three Types Of Metaphor On A "Metaphorical-Literal" Continuum.
Focus-Frane Familiarity*

—

Unplanned..

.....Metaphorical

♦ - or - ♦ Planned Ambiguous

-f- Planned Ornamental

Literal!

•Focus-Frame familiarity refers to the degree to which a comnon
understanding, based on experience, can be assumed to exist for both the

focus and frame components of the metaphor. A (+) sign Indicates an

assuaed, general familiarity, while a (-) sign Indicates an assumed,
general unfamlllarlty with the focus and/or frame components.
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The interpretation of Figure 2 rests on the following three
claims. First, a metaphor is a statement made either directly or
indirectly that represents the speaker's interpretation of some
event. Metaphors are not confined by sentence markers, nor are
they reducible to paraphrase, comparison of attributes, analogies,

etc. (see Black, 1962, 1979a, 1979b; and Kittay, 1984). Because
humans must rely on symbols to convey their conceptualizations of

experience, metaphors become the conjunction of semantic and
experiential fields, resulting in the metaphorical "categorization"

of experience (Johnson, 1987; Lakoff, 1987).

The two terms brought together in a metaphor can be understood
to represent two sets of relationships, two matrices, and have been
called a number of labels; I will refer to them as focus (the "A"

term, the focus of the utterance), and the frame (the "B" term, the

matrix in which the focus is embedded). For example, in "John is a
fish," John is the focus and fish is the frame.

These matrices can be interpreted or understood to the extent of

the auditor's experiential familiarity with the elements (focus-

frame) of the metaphor. If I'm highly familiar with both focus and
frame, then both the production and/or understanding of metaphors
will be "literal."

On the other hand, when I convey an unconscious

or unnoticed conceptualization of experience, then I've been highly
metaphorical.

My point here is that if researchers are going to continue to
use terms like "culture," and "underlying," and "deep," then they
are going to have to deal with the concepts of experience and
familiarity. The three types of metaphor discussed below offer a
way to approach this issue.

Three types of metaphors can be usefully
a continuum between more metaphorical and
this sense, more metaphorical refers to the
most unintentionally used metaphors.
I

identified, falling on
less metaphorical. In
"deepest," most tacit,
call these unplanned

metaphors.
The middle level metaphors, called planned ambiguous, represent

attempts to join some familiar "A" with a less familiar "B" (or,
the

reverse), causing

the

reader

or

hearer

to

search

for

the

meaning within the ambiguity.

Finally, the least metaphorical (most "literal") metaphors are
those I call

planned

ornamental.

These

are

the

types that join

familiar "A" with familiar "B," usually resulting in an elementary,
literal paraphrase or understanding.
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thi«i three tier portrayal of metaphor
strengths. First, it helps direct the
1.1.

f-In

S5e
°°He^apho^eeds
lanauaae decoration.

fr hin

oase. levels

be u^^^
Up to this

1989
has

a

number

of complexity; oi

language

as more'complex than simple
point the only way we've had to

indicate differences in metaphor use was to
"novel" and "dead" metaphors, a questionable

This breakdown into types
cSJ^asting
rhetoTical^

of

:

aids the researcher in identifying and

by differences in their metaphor

use <

Second, this portrayal of metaphor helps those researchers whose
interest is in metaphor as a tool, rather than a RoaJinquiry.

There is value in using metaphor as an

aid

in

hitthliKhting aspects of understanding.

This Dreaicaown

offers two forms of metaphor to these pragmatists:
nlanned ambiguous. These two forms are distinct and allow for

different conclusions to be drawn.

This three-tier portrayal

allo^ for the e.panlon of atjle-oriented stodlaa of

metaphor in organizations.

Third, this portrayal of metaphor should allow us to conduct and
differentiate between two different forms of culture research.
This is the most important contribution of this model
loll
directly addresses the issue of
^""^'/^^"Vimarthe tools appropriate to those assumptions. If culture is primar

ily behavior (language and otherwise), then

°r"5nfs

should suffice. However, if culture is the embodiment of beliefs

and rhetorically generated sense-making, *^1^®"
®J
is insufficient. The conscious construction of metaphor for ®ff®
must be understood as quite different than the unconscious choice
of metaphor through habit.

Only the two forms of metaphor labeled planned ambiguoqs and
unplanned can offer insight into unconscious ^®"8ua8® choj®®®Metaphor as ornament is inconsistent with the assumption of
as belief systems, because belief systems are 8"^^®^^^^
awareness predispositions, making culture at leas
product of unconscious sense-making.

p

Methodological Issues And Case Study

The following procedures guided a study conducted by the author
to IeIt';ie°aqe'[ypology
aSd the value of/^® listed a3sumptio^
in this Paper.

First, the boundaries of the rhetorical space

were identified. In this case, the

loJthem

was a simulated organization run as a class at a 1®*^®®
University. Access to the class/organization w^as s®®"*^®^ J'* !fj®
author and participants were asked to volunteer for 1^^®
° ^
class was structured so that the participants were identified as
members of one of five workgroups (divisions), supervised by an
upper management board of four individuals.

Metaphors

Pepper 45

Each division was responsible for different duties, as follows.
The Training division (Tr) carried out the projects necessary for
teaching the relevant group and organizational concepts to the
other members. The Resource Management division (RM) dealt with
questions of scheduling, equipment maintenance and training, and
communication assessment. The Planning division (PI) was respons
ible for researching and initiating projects dealing with group and

organizational
communication.
The
Research
and
Development
division (RD) dealt with developing original research, creation of
instructional materials, and background research for other divi

sions. The Quality Control division (QC) dealt with the evaluation
of individual and group performance in the organization. Finally,
Upper Management (UM) oversaw the entire organization.
Although 30 participants agreed initially to participate in the
study, only 18 actually did. Fortunately, a good cross section of
the class was represented. The breakdown was as follows: all four
members of UM responded, three from Tr, four from RD, four from PI,
and two members from RM responded; One member of QC also responded;

however, the minimum necessary for intra-group comparison is two.

So, the quality control division is not represented.

Second, as in most culture studies, text was collected from the
participants. In this case the texts were "naturally occurring"
documents; specifically, I was given control over one normally
scheduled course assignment. The class wrote essays on the topic
of leadership, prompted by a list of suggested questions I dis
tributed.

Seventeen essays were submitted.

Third, the texts were segmented into manageable units for
further reduction into metaphoric components.
Caution was, and
needs to be exercised

discarded.

in this initial breakdown so that no text is

This was a data reduction technique in which text was

reduced to workable units, then further reduced into metaphoric
components. The proposed perspective on metaphor proceeds on the
assumption that all text works metaphorically. For example, the

utterance "took responsibility on ourselves" can be interpreted as
consisting of two metaphors:
1. members are surfaces (ourselves, in context, refers

to group members)

2. responsibility is a possession (took responsibility).
As with the above example, all text was rewritten according to
its metaphorical content. This resulted in the identification of

902 metaphors, all written in the form "A is B"; "A are B."

Once available, all metaphors were coded as one of three
types—planned ornamental (++), planned ambiguous (+-, -+), or
unplanned (—), the-plus and minus signs referring to the experi
ential familiarity of the focus and frame elements.

The value of this continuous scrutiny and breakdown of text is
that

it allows all text to be evaluated

from one common denomina

tor—metaphor, rather than using two traditionally considered
opposite distinctions—literal and metaphoric. Once all text has
been evaluated

in

a

better

for its metaphoric constituents, the researcher is

position

to

conclude

rhetorical cultures and subcultures.

to

be

made

before

the

analysis

regarding

the

existence

of

These assumptions do not need

because, if organizational/rhe-
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torical

cultures and

subcultures

exist, then

an

analysis

of the

language of the organizational participants should identify them.
RESULTS

The two sets
relevant to this
used.
Table 1
produced a total

of results that emerged from this study that are
paper deal with types and categories of metaphors
shows that an analysis of the seventeen essays
of 902 metaphors, broken down as follows: planned

ornamental (■(■■•■) accounted for 182 examples, or 20$ of the total;
planned ambiguous (+-,-+) accounted for 172 examples (+-, 373; -+»

99), or 52$ (+-, 11$; -+, 11$) of the total; and unplanned
accounted for 218 examples, or 28$ of the total.

(—)

Table 1

Total Hetaphors Used
Breakdown By Type
Total

++

+-

-+

—

Raw Score

182

373

99

248

902

% Of Total

20

41

11

2B

100

•Types of metaphor are as follows: (++) refers to planned ornamental»

(+-, -+) refer to planned ambiguous, and (—) refers to unplanned.

The (+)

and (-) refer to the degree of experiential familiarity the source of the
metaphor can be expected to have with the focus and frame components of the
metaphor.

Obviously,
planned ambiguous metaphors were used
frequently than either planned ornamental or unplanned.

far more
Also, in
terms of numbers, a clear difference existed in the most used
planned ambiguous examples, with the type (-i—) occurring almost
four times more frequently than the type (-+), indicating a clear
preference on the part of the users to embed a more familiar focus
in an abstract frame as opposed to embedding a concrete frame in an
abstract

focus.

Table 2 presents the percentage breakdown of individual metaphor
use.
What is most evident in Table 2 is the tendency on the part
of individuals within the divisions to exhibit similar patterns of
type of metaphor use.

Metaphors
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Table 2

Percentage Of Individual Metaphor Use By Type And Correlations Of

Concordance Within Divisions and Within Whole Organization.

Div.

Training:

Raw
Score

* Of Type

Resp. #
++

+-

-+

09
11
06

10
17
15

53
52
41

16
4
8

20
27
36

49
60
39

02
05
08
07

13
28
14
34

26
50
47
28

13
8
19
10

47
15
19
28

53
40
36
71

04
17
18
10

24
41
30
26

45
26
38
52

9
9
8
17

21
24
24
4

42
34
37
23

14
15

11
25

55
35

7
11

27
29

89
75

01
13
03
16

13
13
9
26

61
41
47
24

15
9
11
16

11
37
33
34

46
68
45
95

Concordance

—

H-.91**

Res. S
Devel.:
H-.37

Ping.:
H-.85*

Resource

Hgt.:

H-1.00**

Upper
Hgt.:
H-.38

Overall H-.52*

Note: N " 902 metaphors.

V.oi

**Ne1ther significance table consulted (Selgel. 1956; Kendall. 1970) gives

a significance level where 2 or 3 Individuals rank four entitles. However,
given the extremely high Hs we certainly can Infer a strong tendency toward
significance.

Kendall's Coefficient of Concordance measured the within groups
and within class similarity of types of metaphor use.
Three
divisions were quite consistent in their use of metaphors by type,

as indicated by their high correlations (Tr .91, PI .85, RM 1.00).
Two divisions were substantially lower in agreement (RD .37, OH
.38) which produced an organizational measure of similarity of .52
(significant at .01).
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Most apparent in Table 2 is the strong intra-group similarity of
use, even in the two groups who most deviate from the norm—RO and
Plo In these two groups, in no case is the expected norm fulfilled
(consistent deviance), though three members are close.
Taken
together, then, Tables 1 and 2 do provide evidence that divisional
affiliation within this simulated organization did lead to consis
tent type of metaphor use among members.
This consistency is
highlighted when examining the actual topics that constituted the
member's metaphorical focuses and frames.

Categories And Topics Of Metaphors Used
Once type of metaphor use was found, attention was turned to
what actually was being said.
All of the metaphors used by
individuals were collapsed into inductively derived descriptive
categories for analysis. These focus and frame categories repre
sent what was talked about in the essays.

Focus Categories. The focus categories identified were Leader,
Managers, Groups, Work, Climate, Time-Space, Characteristics,
Functions, and
Manifestations.
Frame
Categories.
The
frame
categories identified were Characteristics, Functions, Time-Space,

Manifestations, State, and Climate.

The above breakdown demonstrates that: (1) the seventeen essays
could be condensed into nine focus categories and six frame
categories of emphasis, suggesting extreme similarity in metaphor
ical emphases across the participants; and (2) this similarity was
highlighted in the numbers of individuals who chose to structure
their responses within a given category. In other words these are
the only categories necessary to exhaustively account for the 902
examples of metaphors discovered in this study.
As with types of usage, the above categories of metaphor usage
within divisions were strikingly similar, though some differences
emerged between groups.
Regarding focus category usage, extreme
intra-group homogeneity of use was found, with UM and RD showing
the least homogeneity, and PI, Tr, and RM the most. Frame category
usage was absolutely similar and predictable in every division.

Indeed, only

four

inconsistencies

existed

member's usages of the six frame categories.

out

of all

seventeen

In short, then, focus

and frame category use strongly corroborated the results concerning
types of metaphors used.

The categories used, though interesting generally, do not go far
enough in
indicating overlap of topic. for even though the
category may be the same (e.g., manifestations), the topics within
the category may differ considerably (e.g., Gestapo versus

horses).

Topics represent the specific development of a category.

What remains to be discussed, then, is topic use within divisions.
Table 3 summarizes representative topic use within

frame categories for each division.

both focus and

The summary helps emphasize

any similarities or differences that may exist.
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Table 3

Topic Use Within Divisions.

PMUSES
RD
purposes
wants

goals

UM

problems
logic
calm

knowledge
completion

techniques

Ideas
fate
decision-

outside

making
knowledge

opinion

power

changes
order

perspective
difference
rules -

belief
confrontation
solution
defeat
fact
discussion

opinions

awareness

history

hi story

decisions
behavior

self-

needs
movement

PI

Tr

situation
tools

Image

success

control
Interest
social

commitment
minds

ocqualnting

goals

Interaction
Information

direction

self-image

trouble

style

problem
agenda
responsi
bility

success

respect

style
competition

RN

experience
failure

busy
credibility

overload
channels
Infonutlon

authority
communica
tion

political
stance

personality
conflict
criticism
discussion

Influence

persuasion
control
contribution
coemunlcatlon
cohesion

support
FRAMES
RD

pushing
power
encourage
motivate

strength
location
hidden

Gestapo
threatening
battle
warrior

dog-peck
slavedriver

UK

style
Judge
up
destination
hidden

organism
makers of
assessments
decisions
Informative
ahead

goal
ronk

progressive
necessary
evil
role

performance
competitive

PI

Tr

RH

relaxing

positional

busy

trust

on-off
switches
mini-Hitler
tool
actor

hazardous

worthy
sever

builder

provider
circulating
opening
body
blood
organs
monitor
liaison

pieces
positive

sinking ship
guides

visionaries
destinations
troubleshooter

target
guns

Indulgence
efficient

respected
hidden
lost
destination
sender
receiver
links
vision

river

path

compass

respected

battle

confident
learners
situatlonal

coomanders
defenders

discipli
narian
buttress

developmental
positional

ground

journey
gameboard

tug-of-wer

•This listing Is • cross-section of all the focuses and frows used by each
member of the five divisions. Important to note* howevert Is the absence

of references to the topics of leadership, managers, and groups. I
purposely left those references off this list because, we understand, all
of the members ore referring to those topics In their discussion. Thus,
those topics are Inherent In oil discussion.
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In RD the members clearly chose to emphasize topics of con
flicting purposes and techniques of change. Their focuses were on
concepts such as power, change, order, perspective, and rules.

And, regarding frames (or, how they chose to explain their topics)

the

members

emphasized

strength, strategy,

war

and

threats

as

motivators.

In UM, however, no such confrontative topic choice was evident.
Topically the members of UH addressed thinking, evolution of ideas,
decision-making, style, contribution and communication as ways of
control, embedding these topics in frames of movement, growth,
creation, performance, aid and development.
In DM, then, the
self-centeredness of the members of RD gave way to a much more
systemic, global view.

In Tr, the members talked about knowledge, self-awareness,
success, commitment, interaction, self-image and respect, framing
these topics in concepts of relaxing, trust, building, growing,
positive, respect and learning.
Unlike RD, then, Tr, though
equally self-centered, gave an impression of harmony and cohesion
instead of confrontation and

war.

In PI, the members discussed behavior, tools, decisions, image,

control, agenda, direction, style, problems and trouble, framing
these topics in concepts such as positional, on-off switches,
tools, actors, sinking ships, targets and guns.
The impression
here was clear.

else's

PI saw themselves as tools to be used for someone

purpose and, they resented

it.

Like

RD, PI discussed

in

terms of confrontation and win-lose scenarios.

Finally, in RH, more than in any other group, the members chose
topics such as overload, channels, information, communication,
criticism and discussion. RH seemed overwhelmed by an interest in
communication, described as hazardous, efficient, hidden, lost,
destination, sender, receiver, links, vision, river, path, battle
ground, commanders, defenders and game-board.
Obviously, their
impression of communication was serial, difficult and inefficient.

To summarize, the following results have been
method proposed resulted in the identification
the majority of which fell under the type called
with most of these planned ambiguous examples

shown. First, the
of 902 metaphors,
planned ambiguous;
falling under the
kind represented by (-f-), meaning an experientially familiar focus
or topic, coupled with an experientially unfamiliar frame.
In
other words, the majority of metaphors identified tended to be
composed of relatively clear subjects explained by more abstract
predicates. This pattern of use was generally evident despite the
total number of metaphors used by the participants.
The second major result was the relative ease of collapsing the
focus and frame components into descriptive categories.
For the
focuses used, nine descriptive categories emerged to accommodate
focus usage, while for the frame components only six descriptive
categories emerged, indicating wider usage of topics understood
through fewer descriptive frames.

Metaphors
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result of interest

was

the

extremely

strong

intra-

group homogeneity in type of metaphor use (evidenced in the high
correlation coefficients of Tr, PI, and RM), and the strong
inter-group similarity of use (evidenced in the total correlation
coefficient).

The fourth result of interest concerns the topical development

of the focus and frame categories. In the case of this simulated
organization the five divisions clearly emerged as five different
rhetorical points of view. This result, more than any other, is
strong evidence of the existence of organizational/rhetorical
cultures. Topic (focus and frame) use by members within divisions,
though somewhat variable by individual, did cumulatively add up to
a collective vision of each division. Interestingly, though each
division was marked by certain overlaps, the individuals appear to
have developed shared interpretations of life in their divisions.
These
individual snapshots are clear, similar, metaphorical
reproductions of individual understanding that are not shared
inter-divisionally.

The importance of this result is twofold: (1) It confirmed what
oftentimes acts as an assumption of culture research—that culture
exists; and (2) It demonstrated the real, rich explanatory poten
tial of metaphor. The contention of this paper has been that we
understand experience metaphorically. This method allows us to tap
that understanding.

Conclusion

In this paper I've outlined the work that has linked the study
of metaphor and organizations, as well as the methods researchers
have primarily relied upon to assess the metaphors of organiza
tional culture. I then discussed the assumptions necessary in the
conduct of culture research and presented a model of three forms of
metaphor, based on the degree of familiarity with the metaphor's
focus and frame elements, useful in the examination of metaphor and
the identification of organizational cultures. Explanation of the
three forms of metaphor was offered, as was a discussion of the key
methodological issues confronting any application of this assess
ment procedure. Finally, results of a study conducted to test the
useability of the suggested typology were presented. The study
demonstrated that the three forms of metaphor can be identified,
that the type called planned ornamental is not most used (as might
commonly be expected), and that metaphor analysis conducted along
the suggested lines can identify the existence of rhetorical
cultures.

Vor a complete discussion of the study and its results, please

see Pepper (1987).
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Responsibility or Egocentrism?:

The Paradoi of Owned Messages

Russell F. Proctor II

The notion that "I-messages" are more effective than "youmessages" is virtually assumed in the literature of interpersonal
communication skills. Drawing from a heritage rooted in getieral
semantics and humanistic psychology, undergraduate textbooks and
communication training manuals regularly advocate "owned" language
as a basic tool of communication efficacy. With this in mind, the
excerpts cited below from a popular magazine pose some perplexing
questions for those who endorse the use of personal pronouns when

expressing personal opinions.

In 1987, Reggie Jackson wrote an article in Sports Illustrated

entitled, "We Have a Serious Problem That Isn't Going Away."

the

essay, baseball

superstar

Jackson

described

perceptions of racial issues in the Major Leagues.

his

In

personal

The article was

well-written and candid, and included statements such as, "I was

•colored' until I was 11, a Negro until I was 21 and a black man

ever since. . . , Now that I'm about to retire as a player, having
reaped significant economic benefit from baseball, I want to do my

part through ownership and management" (p. 11).

his observations?

Consider the following

The response to

letter to the editor

which appeared in the June 1 issue:

Concerning your May 11 cover, "Reggie Speaks Out on
Racism," it should have said, "Reggie Speaks Out for
Reggie." Count the pronouns: There are 173 I's, 31 me's

and 17 my's for a total of 221 self-references in the five

pages, but only 23 we's. An odd way to go about trying to
promote the concept of we in major league baseball (Young,

p. 6).

It

is

apparent

from

this

letter

that

at

least one

reader

perceived Jackson's use of personal pronouns not as responsible and
effective, but rather as self-centered and inappropriate. The same

publication offered an editorial in I988 entitled, "A Better Open;
Too Much Brent," with a subtitle declaring that "Brent Musburger's

ego showed in the NBA finals."

This assertion was made by the

author about commentator Musburger because "the ever-more-present

Musburger had used the words "I," "me," or "my" 16 times--or about
once for every minute he was on the air" (Taafe, 1982, p. 59).

These excerpts raise an important question: Do owned messages
create a supportive climate (as many of our textbooks suggest), or
may they in fact lead to defensive responses from those who hear

Russell F. Proctor II is a graduate student at Bowling Green

State University.
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such

messages?

Perhaps

it

is the

fear

of

negative

responses

similar to those accorded Jackson and Husburger which leads many to

avoid using personal pronouns whenever possibles Miller, Nunnally,
and Wackman (1975), proponents of "speaking for self," discussed
these social pressures in their book Alive and Aware:
When you speak for self, you use "I," "me," "my," and

"mine."

But that's terrible isn't it?

Aren't people who

frequently refer to themselves self-centered and selfish?
This notion grows out of early experiences, where many of

us were taught to avoid referring to ourself. (One of the

authors remembers learning how to write a letter to a
friend without using the word "I"!). We assume you are

reading this book to become a better communicator about
yourself.
And
communicating clearly about
yourself
without using personal pronouns—the source of your
awareness—is impossible (p. 51).

The problem identified in the preceding passage creates a bind
for

those

who

teach

skills-based

communication

courses.

Though

many texts and instructors recommend owned messages for reasons of
"communicative responsibility" or "defensiveness reduction," it may
be that owned

statements are

in

fact discomforting

for both the

message-sender and message-receiver, thus dIsrupting rather than
enhancing the process of communication. If this is the case, then
research is needed to provide insight into the ways in which owned
messages are actually being perceived on both ends of that pro
cess. The purpose of this study is to explore the meanings that
college students create during the sending and receiving of owned
messages, and to report on their understanding of the responsibility/egocentrism paradox.

Literature Review

The technique of sending owned messages is basic to most skills
approaches to interpersonal communication (see for instance Adler &

Towne, 1987; Augsburger, 1986; Beebe & Hasterson, 1986; Deetz &
Stevenson, 1986; DeVito, I986; Fisher & Smith, 1987; Gamble 4
Gamble, 1987; Gordon, 1970; Glaser 4 Eblen, 1986; Hess 4 Tucker,

I98O; Johnson, 1972; Miller, Nunnally 4 Waqkman, 1975; Ratliffe 4
Hudson, 1988; Satir, 1986; Verderber, 1987; Verderber 4 Verderber,
1986; Weaver, I987).
Different authors use various terms and
titles for the concept, such as "I-Messages," "I-Statements,"
"Owned Language," "Ownership of Responsibility," "Personalizing
Communication," and "Speaking for Self." The feature common to all
of these constructs is the acknowledgement of subjectivity on the
part of the speaker, primarily through use of the personal pronouns
"I," "me," "my," and "min'e." When this occurs, the speakers are
seen as taking responsibility for their communication, thereby
"owning" the opinions, observations, thoughts, feelings, and ideas
they express. For the purpose of this article, the terms and
titles noted above will be regarded as synonymous and used inter
changeably.

Many communication texts and studies connect the subject of
I-messages with Gibb's (1961) model of supportive and defensive
climates (see for instance Adler 1983; Adler 4 Towne, 1987; Beebe 4

Masterson, I986; Cline 4 Johnson 1975; Fisher 4 Smith, 1987; Winer

4 Majors, 1981).

The irony is that Gibb's article never recommends
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. (or even mentions) the use of personal pronouns in the construction
of supportive messages.

In fact, the article's first line reads:

"One way to understand communication is to view it as a people
process rather than a language process" (p. IHl). Nevertheless,
Gibb's model regularly has been associated with the advocation of

I-messages, with one text going so far as to inaccurately report
that "Gibb contrasts evaluative 'you' language with descriptive
communication or 'I' language" (Adler & Towne, p. 320).
The

owned

literature

of

communication

competence

often

identifies

messages as a component of effec'tive interaction.

Some of

the earliest studies on the subject include Argyris' (1962, I965)
contention that "ownership" is a hallmark of competence in both
interpersonal and organizational settings.
Bochner and Kelly

(197'<) listed

five central skills

indicative of interpersonal

competence, one of which was "Owned Thoughts and Feelings." Their
paradigm was the basis for an experiment by Berryman-Fink and

Pederson (I98I) which used students' ability to own thoughts and

feelings as a gauge for measuring their competence in interpersonal
communication.
Rose, Cayner, and Edelson (1977) also sought to
measure competence skills, and in their scoring they accorded their

highest ranking to messages beginning with the pronoun "I."

Beyond

these research articles, there are communication skills texts
employing the term "competence" in their titles which include

segments on owned message training (Glaser & Eblen, I986; Ratliffe
& Hudson, 1988).

I-messages have been the subject of several research studies,

each of which has indicated

tively preferable
provided empirical

that owned statements are communica

to non-owned
statements.
Carducci (1975)
evidence to support the notion of I-message

efficacy in instructional situations. His experimental findings in
elementary school settings included the following: "The teachers'
use of I-messages was more effective than commands in reducing the
frequency of disruptive behavior" (p. 5783-B). Cline and Johnson

(1976) concluded from their studies that consistent use of
I-messages "appears to be associated with non-defensive behaviors"

(p. 10).

Winer and Majors (1981), in tests intended to validate

Gibb's model, determined that subjects perceived I-messages as more
supportive than you-messages. In their summary, they noted that
"this finding is in line with many other approaches to interper
sonal communication that stress the importance of ownership of
one's statements and the assuming of responsibility for one's
perceptions to increase the effectiveness of interpersonal reac
tions" (p. 172).

One study which produced mixed results regarding the effect
iveness of owned messages was conducted by Kline and Hullinger

(1973).

Their

experiments

on

the subject of group consensus

attempted to discover whether "Statements from consensus groups
will contain fewer self-referent words (I, me, my, mine, myself),
more other-directed words (you, your, yours), and more group words
(we, us, our)" (p. 72). They concluded from their research that
indeed "statements from consensus groups contained significantly
fewer self-referent words" (p. 73). At the same time, they found
that "the observed differences for other-directed words and group
words, however, were in the opposite direction from that pre
dicted," and as a result declared that "it is quite possible that
other-directed words are not
self-referent words" (p. 73).

the

obverse

of

self-directed

or
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In summary, skills texts, theories on communication competence,
and most empirical investigations endorse the notion that owned
messages are indicative of effective and productive communication.
What has rarely addressed, however, is why people avoid speaking
for self if it is indeed such a valuable skill, and what account

can be given for the negative reactions some people have to those
who regularly use personal pronouns.

This study will attempt to

explore these issues.
Method

Subject Selection

In the spring of 1989, the author was responsible for instruct
ing 3 sections of a course entitled "Human Communication Theory" at
a midwestern state university.
As a course requirement, the

students were asked

Theory of
identify,
regarding
student's

to write a paper describing their "Personal

Communication." The objective for each student was to
explain, and analyze a theory he or she holds to be true
human interaction. The following is .an example of one
personal theory: "When a teenager moves away to college,

his communication with his parents improves."

In order to trace

the development of their theories, the students were asked to
provide examples of personal experiences which were instrumental in
shaping their thinking. The instructions for the assignment made

clear that it was altogether appropriate in a paper of this nature
to use personal pronouns, inasmuch as the students would be

discussing their unique backgrounds, experiences, and understand
ings of human interaction.

The papers generated fascinating data regarding ownership of
ideas, opinions, and feelings. In many cases, when the subjectmatter was not intimate, difficult, or self-incriminating, the
students were more than willing to "own" their comments with
personal pronouns. When the subject-matter became more sensitive
and personal, however, many switched to less-than-personal "you" or
"we" language. The following is an example of such an "ownership
shift" from a student who was promoting the value of discussing
personal problems with others:

I always feel more assured that I have someone who knows
how I feel and can understand me.

Once someone knows what

is going on inside of you, they just seem to make that
extra effort to get you through. . . . Without talking to
someone about your problems, they will seem much worse
than they really are. Trying to keep everything inside
and figuring it all out on your own, it is easy to lose
perspective.

After all of the assignments (n=8A) were read and graded, they
were reviewed and analyzed by the researcher for instances of
shifts in ownership.
It was determined that 22 of the papers
exhibited frequent and/or intriguing movement between personal and
non-personal pronoun usage. Of these 22 papers, 3 were written by
students who dropped the course prior to this study being con
ducted, and thus they were not asked to participate. The remaining
19 papers did not represent equally the 3 sections of the course; 9
came from one section, 8 from another, and only 2 from the remain-
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ing section.
Inasmuch as focus groups were being used as
interview method in this study, it was decided that only

the
the

students from the sections with 9 and 8 examples would be requested
to participate (for the purpose of maintaining group homo
geneity—see focus group discussion below).
These 17 students were given
services for a research Interview.

a

letter

which

requested

their

The students were informed that

their participation had no bearing on their grade for the paper or
the course (the papers had already been graded and returned before
participation was requested). Of the' 1? students contacted, 11

participated in the research project. These students were formed
into groups with other members from their class section; the number
of participants in the two groups was 8 and 6. The group of 8

(henceforth known as Group #1) included 6 males and 2 females.

The

group of 6 (henceforth known as Group 12) included 2 males and 1
females.

Use of Focus Groups

It was determined that focus groups would be an ideal method for

this study. Zeller (1986) has noted that "when the goals of the
research are general, call for qualitative data, require data that
is not in the respondent's top-of-mind, and when there is minimal
prior knowledge about a particular problem and the range of
responses likely to emerge, the focus group may be the appropriate
research design" (p. 1). Axelrod (1975) has identified a number of
ingredients for a successful focus group; the following is a
description of ways in which some of Axelrod*s recommendations were
employed in this study:

A Clearly Understood Objective:
The students were briefly
informed at the outset of the interview about the issues being
researched, and were told how and why they were selected to
participate.
No indication was given that owned messages are
"good" or "bad," and it was made clear that their opinions on the
subject were not going to be regarded as "right" or "wrong." The
general concept of focus groups was also explained, and partici
pants were encouraged to speak with each other as well as with the
researcher.

Homogeneity Within the Group: Each member of the group was a
traditional-age student who had completed this assignment in the
researcher's Human Communication Theory course. Each focus group
only

included

members from

the same section

of the course.

All

members were selected on the basis of their having written a paper
which exhibited frequent and/or intriguing shifts in ownership.

A Relaxed Atmosphere: The participants of each group already
knew each other from class, and pizza and pop were provided to lend
an atmosphere of informality. The sessions were tape-recorded and
notes were taken by the researcher, but both were done as incon
spicuously as possible. In addition, anonymity and confidentiality
were assured in terms of the discussion, data, and report.

Free-Flowing Dialogue:

Though there was a basic agenda for the

sessions, the interviews were otherwise unstructured.

The students

were free to take the discussions in any direction they chose,
unless the topics became so tangential that "reining-in" was needed

by the researcher.
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Focus Group Process

At the outset of both focus group discussions, a
handout was
given to each participant explaining the purpose and procedure, as
noted in the preceding section.
A second handout was then dis
tributed to all members of each group. This attempted to describe
the paradoxes involved in personal pronoun use by juxtaposing
comments from Sports Illustrated and Miller, Nunnally, and Wackman
(see introduction to this article). The excerpts were provided as
a springboard for discussion on whether personal pronouns usage is
the mark of an effective or ineffective communicator.

After discussion on this subject seemed complete (30-40 minutes
per group), a third handout was then given to each participant. In
this case, however, the handouts for the two focus groups were
different.
Each contained four anonymous excerpts from the
Personal Theory of Communication papers; the difference was that
the excerpts given to Group f1 participants were from papers
written by members of Group 12, and vice-versa. This was done to
avoid any possible reluctance or embarrassment the participants
might have in discussing material they had written personally. All
focus group members gave the author permission to use portions of
their papers in his research, and anonymity was strictly preserved.
The

researcher

functioned

as

both

a

facilitator

and

an

inter

viewer. When points made by the participants needed clarification
or seemed worthy of elaboration, paraphrasing and non-directive
questioning were used to elicit further discussion on a topic. The
interpretive goal in this research was to listen for significant
themes in their responses. Inasmuch as this project was approached
from a qualitative rather than quantitative perspective, signifi
cance was determined not only by the number of people verbally
agreeing with an opinion, but also by the intensity of given
responses, the topics that recurred throughout the discussion, and
non-verbal reactions to comments that were made. These interpre
tations were made by the researcher through an analysis of the
tape-recordings and notes made during the sessions. The total time
of each focus group discussion was 1 1/2 hours.

Results

The following issues were seen as significant themes which
emerged in both discussion sessions. Though there were some slight
differences in topics and emphases between the groups (see Discus

sion),

generally

the

groups

addressed

and

explored

the

same

issues. In all quotations noted below, non-fluencies such as "uh,"
"um," "like," and "ya know*? are edited for the sake of brevity and
ease of reading.
Underlines are included to indicate verbal
emphases made by the respondents, and brackets are used to insert
clarifying information.
Source of the Message

In both groups, an immediate and recurring response to the
Reggie Jackson excerpts was that his constant use of personal
pronouns was perceived as egotistical simply because it was Reggie
Jackson doing the speaking. His flamboyant image and his race were
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seen as reasons for people having negative reactions to his
ownership of messages. "That's just Reggie" was a line that was
repeated throughout both discussions, with one person going so far
as to say, "He's the biggest head case I've ever seen play base
ball."
As a result. Group <11 members agreed that Jackson probably
was in a no-win situation; one participant conceded (with murmurs
of concurrence) that if Jackson had used "we" instead of "I," the
reaction probably would be "who's Reggie to speak for everybody?"

Though the focus on Jackson at first seemed a bit tangential for
an analysis of pronoun-usage, it proved useful as a tool for
drawing out further information on the impact of message-source in
owned language use. When a hypothetical change of author was

proposed in terms of the particular black athlete (Frank Robinson,
Kareem Abdul-Jabbar), or in terms of the race of the athlete (Mike
Schmidt, Pete Rose), the discussants admitted (sometimes reluc
tantly) that they might have a different response to the frequent
use of personal pronouns in the article. The participants of both
groups also agreed that if a friend regularly used owned messages,

they probably would not find it nearly as objectionable.
This
became clear when Handout 12 was analyzed; many participants were

quick to defend their fellow-students in a way that they were not
inclined to support Jackson.

Mixed Reactions and Conflicting Beliefs

Many participants seemed confused when they discovered that they
both 1 iked and disliked owned messages, and several indicated that
the more they thought about the subject, the less clear they became
about their opinions and preferences regarding owned language. One

discussant even admitted that "I'm contradicting what I said
before," to the laughter of her fellow group members (it was her
third reversal on the subject).
After her fourth reversal, she
said "I'm thinking too much here . . . it's getting down to where I
don't know what I'm talking about."
Contradictions and

reversals like these were common.

One member

of Group 11 who was not familiar with Jackson or his reputation
said that she would regard him as self-centered based on her

reading of the number of "I's" he used. When a fellow-participant
asked her "Why is that [his use of "I"] wrong?," she quickly

countered, "I don't think it's wrong . . . you should use 'I.'"
Her response also points out an irony that permeated both discus

sions— that is, the staunchest defenders of I-messages often were
the worst violators of the principles they were advocating. "Did
you just listen to how he was talking? 'You, You, You!,'" pointed
out one group member regarding another participant's pronoun usage

(the comment drew laughter from all group members, including the
"culprit").

Instances of pronoun shifts can be seen in many of the

quotes cited in this section, and such shifts were the rule rather
than the exception

in both sessions.

In some cases, the mixed reactions to the use of personal
pronouns seemed triggered by having an issue called to their
attention that they might not have noticed otherwise. "Before I
really thought about it, and all I read was the letter to the

editor, all

I could

think

was 'Stop

whining, Reggie,'" said

a

member of Group #1. "But then once I actually thought about it, it
was like, 'Yeah, that is his personal opinion.'" Another member
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admitted (somewhat sheepishly):
"If I would read over these
[excerpts] again, without this underlining here and without you
here and without us being here for this purpose, I wouldn't pick it
[the pronoun shifts] up. I would say, 'It sounds alright.'"
The contradictions seemed to increase as the students began to
identify the paradox described at the outset of this article. One
participant offered this analysis of I-messages:
"This [owned

language] is

valid, this

is correct--but

as

far

as

if

it's

appealing or not. I mean do you like when someone uses 'I'?

No."

Several other students similarly indicated
that though they
believed that speaking for self is responsible and accurate, they
rarely engaged in the practice for a variety of reasons, including
the fear of sounding self-centered.
Training in Avoidance of Personal Pronouns

Host of the discussants pointed out that our culture tends to
discourage the use of personal pronouns, particularly in written
communication (they also noted that there are different rules for
written and oral pronoun use, which is a topic worthy of further
exploration). One person told of a business class in which "we had
to write cover letters and

we couldn't use the

word

I."

A

fellow

group member indicated she was given the same assignment, and that
it was "almost impossible" to edit out her constant use of the term
"I," but that ultimately she did so for the sake of the assign
ment.
All participants agreed that writing without personal
pronouns was a difficult task.

Many participants noted that bucking the pressure to avoid
personal pronouns is also difficult. "Society doesn't allow you to
always say 'I' . . . 1 believe that you should always use 'I'. . .

[but] I've been taught differently, that it isn't accepted."

One

student agreed that a major societal reversal on this subject would
be necessary to change the way our culture uses personal pronouns:
"If it's 15 years from now and people say 'speaking for yourself is
okay,' you're going to turn in a paper that has 173,000 "I's" and
"me's" and "ray's" in it, but . . . right now, you're probably
gonna, based on training, keep them [personal pronouns] to a
minimum."

Topic Sensitivity and Diffusion of Responsibilitv

When probed as to why people might engage in pronoun shifts,
most of the participants agreed that sensitive subject matter was
often difficult to "own." The use of "you" and "we," therefore, was
seen as a method of diffusing personal responsibility when dis
cussing difficult topics.

topic], I'm

going

to

"If I'm

keep

it

not comfortable about

distant

from

me,"

it [the

admitted

one

participant. Another member noted this same tendency when obser
ving others: "When someone speaks, they'll start saying 'I,' but .
. . if they're talking about a problem, they don't want anyone to
think it's Just them; they want it to relate to everyone, so they
don't want to single themselves out . . . so I think that's when
they'll start projecting it to others, and using 'you' and 'we'"

(wide verbal and non-verbal agreement accompanied this comment).
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Several participants said or implied that diffusion of this sort
involve self-delusion, and that this practice may not be

altogether healthy.

"The person doesn't want to admit to being

weak, so they push their problem off on 'you' and 'we.'" Others
regarded the process less negatively;
"I think it's a natural
tendency to just avoid the blame . . . when something's good, you
just want to enjoy it, and when something's bad, you want to
disclaim yourself."
One female member of Group #2 offered this
explanation for the use of "you" in a scenario developed during the

focus group discussion;

"By including 'you,' she

was trying to

assume that other people felt that way too, so she wasn't the only
one." While this comment may sound like a statement about diffu
sion of responsibility, the participant clarified that she believed
this was a positive method for including others.
Tou/We as a Device for IncludinR Others

This theme emerged in both groups as the primary value to be
found in the avoidance of personal pronoun usage. "The more people
you can incorporate . . . the better, because the more then people
feel like they're a part of that group," said one participant. He
went on to illustrate that if he complained to me (his teacher)
about an assignment using only personal pronouns, he would fail to
persuade

me

because

he

would

sound

like

representative of the rest of the class.
a sense of "strength in numbers," and

a

whiner

rather

than

a

He saw that "we" provides
others vigorously nodded

agreement.

Several

participants

described

their

belief

that

the

use

of

"you" increases communicative effectiveness. One female partici
pant in Group §2 said, "I think it [the term 'you'] makes it
[conversation] more personal . . . it's kinda like you're on the
same wavelength—you both understand what the person is talking
about." All of the other female members in the group agreed with
this statement, believing that you-language seemed appropriate in
close friendships where being "on the same wavelength" occurred
(the men were notably silent on this issue). The women had similar
positive responses to friends using "we": "When you say 'we,' it's
like a universal thing." Using "we," therefore, can be regarded as
a means of bonding people in a way that "I" does not, according to
the unanimous consent of the women in Group 02.
Inapproprlateness of Speaking for Others

Though there were some who saw value in "you" and "we" state
ments, all participants in both groups agreed that such messages
can be irritating when they involve speaking for others. "I take
offense to it," voiced a male participant in Group ff l. "Say it [an

opinion] about you., and maybe I can relate to it, but don't be
telling me I am what I'm not." A female participant in Group #2
had a similar complaint;

"I find it offensive when I read feminist

articles where they say, 'jjfe women' . . . especially if someone's
being really radical.
I'm like 'Geez, I don't feel like being
lumped into that.'" The general attitude about speaking for others
was summed up by the student who declared philosophically, "Life is
just what each person creates . . . you can't talk for anybody
else's reality."
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Recommendation of Balance

Both of the discussions concluded with attempts by the partici
pants to strike a balance regarding the use and non-use of personal
pronouns. "I don't think that using personal pronouns makes me an
effective communicator," said one student.
"I think being an
effective communicator means that I know

when

to use this and

when

to use that."
This approach was echoed by others:
"It's a
two-edged sword . . . in either direction, too much I think is
inappropriate"; "It's all contextual . . . I think it all has to do
with what it's surrounding—who is saying it, who you are receiving
it, what it has to do with"; "If you can keep it grammatically
correct, I think it's best if you can switch between both." It
would appear that the students would recommend handling pronoun use
according to the principles of rhetorical sensitivity.

Discussion

Though this study brought to light a variety of intriguing
issues, the research had limitations which leave open the door for
further exploration on this subject. The value of the data would
have been enhanced by having more focus groups for comparison.
Unfortunately the subject-pool was limited, but it could be
augmented by running similar studies longitudinally.
The malefemale ratio also caused some problems when correlating the data

between groups.

In general, the predominantly male group (#1) was

much more interested

in

the Reggie Jackson excerpts than was the

predominantly female group (#2), and it was difficult at times to
get Group II talking about Jackson's pronouns rather than Jackson's
athletics. The choice to use his excerpts may have led to some
undesired tangents, but it also engendered quite a bit of lively
discussion at the outset of each focus group.
These concerns, as well as other issues that were raised in the

focus groups, can be seen as springboards for further research.
particular interest are these questions:
1. To what degree
owned messages?

is

message-source a

factor

in

Of

reactions to

2. In what ways, and for what reasons, do males and females use
owned messages differently?
3. What impact do factors such as age, education, and upbringing

have on the sending and receiving of owned messages?

t. What are the different rules and methods for pronoun use in
written

versus oral communication?

Summary
This study
attempted
to
investigate
perceptions of owned
messages by asking college students for their opinions on the
subject.
The focus group participants indicated the following:

(1) The source of an owned message plays a significant role in
determining how it will be interpreted by the receiver; (2)
Sensitive topics are more likely candidates for ownership shifts.

Paradox of Owned Messages
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often as an attempt
Training and societal

pronounsg

to diffuse personal responsibility; (3)
pressures discourage the use of personal
particularly in written communication; (t) When people

speak for others with "you" or "we" language, it usually leads to
defensive responses from receivers, though sometimes "we" and "you"

are seen as methods for including receivers; (5) Owned messages are

generally understood as being more responsible and accurate than
unowned messages; however, they also carry connotations of egocentrism, and therefore are seen as potentially counterproductive to
effective interpersonal communication.
The communicative options between owned and unowned messages
came down to this for one student:
"Choose your poison—do you
want to be considered somebody that just generalizes, or do you
want to be somebody that's egotistical?"
If this is how the
alternatives are seen, then the avoidance of owned language is both
lamentable and understandable.
The paradoxes articulated by the
students in this study would suggest that the subject of owned

messages is far more complex than our textbooks iti communication

have indicated.
Our skills literature has devoted significant
space to the selling of this concept; the time has come to devote
equal space to its furtherJresearch.
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The Computer in the
Speech Communieation Classrooi

Lyle Flint

The role of the computer in the speech communication discipline
has not been clearly defined. However, there have been several
attempts by communication academicians to take advantage of
computer technology in the forms of computer assisted instruction

(CAI), administrative and research utilities, and teacher-student
computer mediated communication (CMC).

For example, communication scholars have written on the use of
the computer to aid in classroom instruction. CAI applications

include interpersonal simulations (Ashraore, 1987), computerized
speech criticism (Behnke & Sawyer, 1987), computerized feedback to
small group discussions (Jurma & Froelich, 1984), aid in learning
deductive proof construction (Croy, I988) and aid in the discovery
of rhetorical appeals (Burns & Gulp, 1980).
Attention also has been given to the use of the computer for
administrative and research applications. For example, research

ers have addressed analysis of response latency (Greene & Greene,

1987), analysis of text or interaction content (Flint, 1987;

Phillips & Erlwein, 1988; Sherblom & Sherblom, 1987; Winograd &
Rothermel-Winograd, 1987), and analysis of interaction patterns
(Cappella & Streibel, 1979). In addition to research applica
tions, scholars have focused on administrative applications such
as Courtright's (1987) print utility.
Communication scholars have focused little attention on CMC's
use as a pedagogical tool.
Scholars in other fields have more
frequently discussed the use of CMC in the educational environ

ment, though not all of them have praised CMC,

Hiltz and Turoff

(1987) praise the use of CMC for instructional purposes.

They

assert that the benefits of CMC include: (1) greater participation
by students, (2) greater ease of team-teaching, and (3) greater
use of faculty talents since the geographic confines of the
university can be overcome by CMC. On the other hand, Kemp (I987)

argues that education consists of understanding rather than mere

information transferal.

He asserts that understanding is limited

by CMC's denial of immediacy and human face-to-face interaction.

This essay will address using the computer in the speech
communication classroom by examining three general areas of
computer applications. First, the use of the computer for CMC
applications will be explored.

Second, the nature of CAI will be

discussed. Finally, the use of the computer in the administration
of instruments for pedagogical or evaluation purposes will be
examined. General administrative or class preparation uses fall
outside the focus of the present essay.

Lyle Flint, Ph.D., is Assistant Professor in the Department of

Speech Communication at Ball State University.
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Much of the information contained iri this essay is based on the

author's own classroom experiences. The goal of this essay is to
provide a framework for the integration of computer technology in
the speech communication classroom in hopes that it will motivate

communication

innovation

educators to assume the role of innovators.

should

not

include

Heaford's (1983)

Such

perspective

of

finding a problem for an existing solution, but should entail the
discovery of pedagogically sound applications of this powerful
technology.

Computer Mediated Communication

Computer mediated communication refers to a variety of methods
by which people communicate via a computer terminal. There are
many types of CMC specific to unique computer systems; however,
most types fall into one of two categories:
synchronous and
asynchronous.
Synchronous CMC is interactive.
Two or more
individuals communicate

with

each other

by

typing

messages

at

their respective terminals. Each participant normally views the
other's message as it is being typed. On the other hand, asyn
chronous CMC is usually referred to as E-mail. E-mail utilities

facilitate the sending of an entire message (or memo) from one

individual to another.
The
computer until it is read.

message

waits

in

the

receiver's

Communication scholars have conducted much research in the area

of computer mediated communication (Smilowitz, Compton, & Flint,
1909; white, Flint, Hendricks, Chin, Compton, Porter, Reindel,
Ugbah & Dewine, 1906).
However, CMC has received very little
attention in its application to the educational process in speech

communication.

oversight.
departments

There are several possible explanations for this

Administrative perceptions of speech communication
as departments of elocution may have resulted in

little allocation of the necessary resources.

Another

possible

explanation is that communication scholars' understanding of the

importance of nonverbal messages and immediacy may have lead to
negative perceptions of CMC use. Researchers have even asserted
that the classic Platonic fear of the spoken word being replaced

by the written word is echoed in a contemporary fear of the spoken

word being replaced by the CMC word (Adams & Hamm, 1907).

These explanations for avoidance of CMC may represent
concerns

over

the

indiscriminate

use

of

CMC.

Such

use

valid
might

result in Hiltz and Turoff's (1907, p. 100) scenario of a "course
Few,
from a Nobel prize winner at a university 1000 miles away."

if any, communication scholars would support the notion of
entirely replacing human interaction with CMC. Rather, CMC should
be used to enhance human interaction.

Several higher education programs include courses that rely
totally on CMC.
The most notable of these programs are the
Electronic University Network (EUN) and the American Open Univer

sity (AOU) at the New York Institute of Technology (Meeks, 1907).
Kemp's (1900> P- 106) concern that, "Face-to-face encounters are

rich in feedback through non-auditory information channels, while

all telecommunications systems ... are weak in providing feed
back," is a valid criticism of programs such as EUN and AOU.
Equally valid is his claim that good teaching requires immediate
and constant feedback.
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Hence, before speech communication scholars adopt CMC as the

alternative to face-to-face instruction, a plethora of disci
pline-specific research must be conducted to assess the concep

tual, pedagogical and pragmatic ramifications of instruction
entirely reliant on CMC.
A more realistic approach to CMC in

today's classroom is that of enhancement.

enhance

the

information

functions;

educational

channel.

conserving

environment

Such

a

by

channel

resources,

That is, CMC should

providing
serves

facilitating

an

additional

three

apparent

student-teacher

interaction, and facilitating student-student interaction.

Many universities house mainframe computers with access shared

by instructors and students.
contain electronic

Such mainframe computers normally

mail (E-mail) facilities.

The

use of E-mail

can drastically reduce the use of resources, while at the same
time allowing greater expedience and flexibility in information
transferal.

Speech communication is an extremely eclectic field, based on
abstract
theoretical
perspectives.
Therefore,
information
contained in textbooks is often augmented by specific topics of
relevance

to

the

student

or

the

instructor.

Teachers

normally

provide such materials by duplicating handouts either with
departmental resources or by off-campus copying services at
student expense.
The former can be an expensive proposition,
especially for general education service courses such as basic
public speaking.
Getting the materials to the student is time
consuming in both cases.

E-mail provides a speedy, cost efficient alternative to the
traditional form of providing class materials.
Not only does
E-mail conserve on resources, but it allows for greater flexi
bility in class content. For example, as questions arise from
class discussion, the instructor has the option of sending
supplementary E-mail readings to students for inclusion during the
next class.

Undergraduate students in interpersonal communication courses
often have difficulty understanding systems theory, interaction
analysis or other advanced concepts.
Questions regarding these
concepts can be effectively responded to by providing the student
with an E-mail essay (that very day) to be used in the next
discussion. The immediate provision of the essay will provide a
stimulus for the discussion

pation

in

the discussion

and

will allow

since students

for greater

will not

have

partici

to take

notes.

Using E-mail to provide information helps the instructor avoid
potentially tangential disruptions to the class discussion, while
at the same time remaining responsive to student inquiries.
Additionally, since the material is created by computer, it is
easily adapted to a specific course's content or level of learn
ing.
Additionally, it has been this author's experience that
E-mail is well received by students. Students have expressed a
desire to continue using E-mail in courses, and have indicated
that the essays help facilitate open class discussions.
Another effective use

interaction.

of CMC

is to facilitate

teacher-student

Again, the emphasis is not on replacing face-to-face
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Rather, CMC
benefits may

should enhance
be realized by

establishing E-mail relationships between the instructor and the

student.
Benefits include facilitating administrative tasks,
enhancing the content area and understanding of the course, and
maintaining a positive student-teacher relationship.
Often, students and instructors' schedules create difficulty in

finding times to meet.

E-mail provides a communication channel

that is asynchronous.
Hence, it is readily available to either
party. The use of E-mail can often meet the student's entire
need, and at the very least allows the parties to establish a
suitable time for meeting face-to-face.

One of the most important uses of CMC is to provide specific
feedback to students. Midterm evaluations are easily facilitated

by the use of CMC. Potentially, the system provides the capabil
ity of sending each student his or her current class evaluation at

any time with Just the push of a button.

Currently, at the author's institution, a system exists by
which students in the basic speech course receive a suggested
format for speech outlines via CMC.
The student then employs CMC
to submit an outline draft.

The instructor reads the outline at a

console and provides feedback to the student before the final
(hard) copy is submitted. The system provides obvious benefits to
the student. First, the student is given extensive and specific
guidance on the outline. Second, the student is encouraged to use
a word processor to utilize the system.
The use of a word
processor usually results in a product far superior to a tradi
tionally typed outline because word processing provides greater
ease in making revisions.
The use of CMC between teacher and student can also function to

enhance the content or understanding of course material.

It has

been this author's experience that some students are more willing
to ask questions via an E-mail message than through class inter
action.
Perhaps empirical research might demonstrate that this
phenomenon most often applies to reticent students. Whatever the
case, some students will provide interesting questions or comments
via E-mail.

Closely related to this point is that many students tend to
adopt a less formal venue when engaged in CMC. No matter how open
an atmosphere an instructor chooses in the classroom, there is
some formal structure that inhibits open exchange.
To the
contrary, there are little, if any, conventions to the use of
E-mail. Therefore, a positive exchange of practically anything,
ranging from academic challenges and bibliographic references, to
riddles and seasonal greetings can be facilitated by the use of
E-mail. The ease by which CMC facilitates such exchanges makes
this application exceptionally well suited for maintaining
positive student-teacher relationship with many students.
A

final

area

of

CMC

use

to

be

discussed

is

that

of

a

student-

student interaction.
Once students begin
to engage
in CMC
interaction with the instructor, they can Just as easily interact
with each other. While students in all courses can benefit by CMC

study groups, this particular application seems well suited
certain courses such

as

nonverbal

for

or small group communication.
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For example, CMC can be used to demonstrate the importance of the
nonverbal channels when they are absent.
the

Students working in small groups can engage in CMC to aid in
accomplishment of the group task.
Not only does CMC aid

groups with scheduling problems, but the use of CMC stimulates the

realization of the principle of non-summativity.
That is,
students who use CMC to discuss the group task are in a position

to become more active participants since no one student owns a
"portion" of the final report once it is communicated via the
computer. Any student can easily make 'modifications and recir

culate a passage once it has been "posted."
Hence, the final
project is not merely a pasting together of individually written

portions of a paper (which is frequently the case in strictly

face-to-face groups), but is truly greater than the sum of the
individual members* efforts.

To summarize, this section provides several ideas and direc

tions

in

attempting

to stimulate CMC

speech communication classroom.

as

a

useful

tool

in

the

the potential of CMC is limited

only by the ingenuity of both the instructor and the students.

It

is important to note that CMC should not replace, but should add
to human interaction. Equally important is the notion that CMC
applications should enhance student efforts, not frustrate them.
Through careful planning and constant student feedback, there are
many ways in which CMC can improve the instruction of speech
communication courses.

Computer Assisted Instruction
With the advent of the microcomputer, computer assisted
instruction appeared a panacea for a bevy of instructional ills.
This perception was unrealistic.
Yet, many universities have

invested tremendous resources to establish successful CAI appli

cations in a variety of disciplines.

Despite the general popularity of CAI, the field of speech

communication has been slow to respond to the potential of CAI

(Pace, 1987). Nonetheless, CAI applications do exist for the
speech communication classroom and can significantly improve the
educational experience of the speech communication student.

The

following section will discuss the use of CAI in the classroom and

will provide direction for obtaining and evaluating software.

Bork (1987) discusses CAI in regard to the notion of mastery
learning. Mastery learning consists of keeping a student with a
given topic until mastery is demonstrated. If mastery is not
demonstrated (usually by a nearly perfect score on a test), the
student remains with the topic. The strength of mastery learning
is that students are allowed to work at their own pace. In this

regard, Bork asserts that, "mastery learning is the application of
democracy to education. Not only are people created equal, but we

ensure equal education for all" (p. 20'4).

The problem with mastery learning is that traditional resources
cannot support such a concept. Mastery learning would require

that each student have an individual tutor. However, the use of
CAI technology makes mastery learning possible by playing the role

of tutor and evaluator of students' progress.
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Two important points must be made. First, the emphasis on
CAI's role in mastery learning should not be taken to mean tha
CAI should replace the instructor as the primary educator. Even

more than CMC, CAI should reinforce rather than replace the
A second point is that CAI is more
than a tutorial device. CAI holds the potential of enhancing the
learning environment in the classroom. The computer is similar to
any other medium (video tapes, textbooks, slides) that may be used
in the classroom. However, it affords greater utility by its

efforts of the instructor.

interactive nature.

The following section provides information on specific uses of
CAI in speech communication. Examples of classroom uses wiH

provided and sources for obtaining affordable software will be

explored.

Little software has been designed specifically for speech

communication applications. Until more such software is developed

and made available, the speech communication educator must rely on

software that is internally developed (at a given institution) or
generic software that can be applied to a given course.

The potential of generic software should not be overlooked.
Many programs not specifically designed for speech communication
may enhance the education of the speech communication student.
Indeed, there are applications that are not even considered CAI,
but can serve the purpose of educating the student in the conten
area.

One abundant source for these programs is the Shareware

market.

Shareware is a marketing concept by which computer software can

be freely copied

and

distributed.

Potential users can try

software and determine its utility before they must pay a fee to

become a registered user with the program's author. Registration

fees are normally quite reasonable and

include a

variety ol

benefits.

There are two benefits to using Shareware. First, educators
can acquire and review Shareware with minimal investment (usually

the price of a diskette). Second, when a CAI application is being

considered, the teacher can usually provide
. T®
students. Whether specific software can be freely distributed is

determined by the author.

Most authors encourage such distri

bution.

The author of the present essay has tried a variety of Share

ware applications in the classroom. Many of the applications have

been met with surprising success.

The following is a review of

some of the specific software that has been used.

Two Shareware

programs

that

have

been

particularly w®ll

received in courses on nonverbal communication are the Handwriting

Analysis Sampler (Michaels, Maze & Hodos, 1988) and Life Cycles

(Data Dispatch, 198^1).
oriented exercises.

Neither of these programs are drill

Both Handwriting Analysis Sampler and Life Cycles are very easy
to use even for students with very little computer experience.

The Handwriting Analysis Sampler allows the student to obtain
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in-depth

Flint

reports

by

responding

to

questions

about

a

77

person's

signature. Though few, if any, nonverbal textbooks address the
phenomenon of handwriting analysis, the program's primary value is
that it livens classroom discussion
by stimulating student
attent ion.

Life Cycles is an easy to use program that plots an individ
ual's bio-rhythm. Many contemporary nonverbal textbooks include a
discussion of bio-rhythms in the chapter on chronemics (e.g.,

Richmond,

McCroskey

&

Payne, 1987).

The

Life

Cycles

program

provides an exciting companion to a discussion on chronemics that
is exceptionally well received by students. As with the hand
writing software, Life Cycles is menu driven and is easily used by
the inexperienced student.

Other software
Such software

is used

more aptly outside of the classroom.

allows students to

learn

or

reinforce class mater

ials at their own pace.
Although these programs have not been
designed specifically as CAI programs for speech communication

(indeed, most of the software are generic games), they can be
adapted easily for instructional (drill) purposes. The programs
include PC-Wheel of Fortune (Ingersoll, 1987), Trivial Towers
(Hickolus & Andrus, 1981), the Generic Adventure Game System
(Welch, 1986), and PC-Quizzer (Data Assist, 1987).
PC Wheel of Fortune (WOF) and Trivial Towers (TT) are computer
based variations of popular games. Both programs are run by items
from a data file.
TT comes with an easy to use program that
allows the creation of custom question files. The present author
developed

a

program

that

allows

the

user

to

create custom

WOF

files.
Of course, WOF items are limited to persons, events,
things, and places. The instructor can develop review exercises
by creating custom files.

Once the user creates a custom file, the program (and files)

can be distributed to students or campus labs, consistent with the
specific Shareware license. Students use the programs at their
own pace to increase their knowledge of course content.
Besides
being Shareware, the strength of WOF and TT is that they allow the
student to engage
in
drill exercises.
This characteristic
classifies the programs as what Croy (1988) refers to as supple
mentary CAI, which guide the student outside of class.
the
far
and
for
and
the

Two other supplementary CAI packages are PC-Quizzer (PCQ) and
Generic Adventure Game System (GAGS). Both PCQ and GAGS are
more flexible (but not necessarily more difficult) than WOF
TT. PCQ is a powerful software package specifically designed
CAI applications. The package has a great deal of flexibility
enormous potential. The instructor creates a file containing
quiz questions. Options include the use of graphics, help

hints (if the student gets the question wrong), and other varia
bles. Quiz questions may be open-ended, multiple choice, truefalse, fill in the blank, or K-type.
K-type questions are
multiple choice questions that have more than one correct answer.

There are many options available in using PCQ as well. The
test may consist of only certain items from the question file as

determined by key words, or all items either randomly or sequen

tially chosen. When an item is missed by the student, you may
choose to have the item repeated until it is correctly responded
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to, offer hints (multi-level), or flag the item for later use.
PCQ keeps the student's score while the student is using the
program, but unfortunately does not record the score.
PCQ is a flexible CAI application that is easy to use and does
not require learning a CAI programming language. The question
files can be as simple (straight multiple choice text) or complex
(color graphics, music and hints) as the instructor desires. The
package comes with easy to understand documentation that can be
printed from the disk, and is one of the better Shareware products
this author

has used.

GAGS is not a true CAI package.

Rather, it is exactly what it

claims to be; a generic adventure game. Adventure games, such as
Dungeons & Dragons and Zork, are fantasy simulations. GAGS is an
exciting application because the instructor can create the game to
include course content.

For example, an instructor may want to

create a game called Aristotle's Adventures for a course in
classical rhetoric, or perhaps Interpersonal Encounters for a

course in interpersonal communication.

Creating a GAGS adventure is time consuming, but the rewards in
student learning may be great.
As students go through the

adventure, they are awarded points for the correct moves (i.e.,
confronting conflict, winning idiosyncratic creditsi appropriate
disclosure, etc.).
Similarly, they lose points or possessions
for wrong moves. For the many students oriented toward adventure
games, GAGS can easily facilitate learning course content. As
with PCQ, GAGS comes with extensive documentation on the disk.
The final type of CAI software to be discussed is style
checkers, which are often used for courses in rhetorical criti
cism.

There

are

many

Shareware style checkers available, for

example Phrase Watcher (Yee, 1986), Fog Finder (Robichaux, 1981),
Maxi-Read (Pro-Formance, 1988), and PC-Style (Button, 1987). One
of the easiest, most flexible and most impressive of these is
PC-Style.

PC-Style

reads

a

stored

text

and

produces

an

impressive

report. The report includes the number of sentences, number of
words, average words per sentence, percent of long words, percent
of personal words, percent of action verbs, average syllables per
word, and readability level. The numbers from the report are used
to rate the text according to criteria established by the user.
In addition, the program rates the text on a five point scale
along the dimensions of readability, personal tone, and action.
Figure One contains the output from a PC-Style analysis of this
essay.

The Computer

Flint

79

PC-Style report for; COMPUTER.TXT
+

—+

S
!

Sentences; 253
Words: 4588

! Words per sentence: 18.1
!
% Long words: 20.9

!
!

Poor...Best

I 17.f
I 14.#

+7.0
+2.0

!

% Personal words: 0^6

I 0.0+f

—+9.0

!

% Action verbs: 0.2

I 0.0+f

—+2.5

! Syllables per word: 1.8
{Reading grade level: 15.6

Readability +

POOR

-#+

Personal tone +—#

FAIR

+—

Action +

i-—+

AVERAGE

8 2.5+
#
I 18.+-|~
GOOD

+1.0
+6.0

EXCELLENT

+

+

+

+

+

+

+
+

+

+

+

+

Figure 1: PC-Style Output for Current Docuaent

PC-Style

and

other

style

checking

programs

can

be

used

by

students to improve their own writing or as an analytical tool for

speeches or other texts. For the most part, these programs are
very easy to use. The user Just provides the name of the file
containing the text.
Student reactions to these programs are
extremely positive, particularly when applying the application to
their own writing.

The above review contains Just a few of the easily obtainable
Shareware packages that can be used in the speech communication
class. Since Shareware can be distributed freely for evaluation
purposes, copies of any of the Shareware software can be obtained
by sending a blank disk to this author.

Other sources of programming for classroom application exist
and
should
be ' investigated.
For example, ComServe
posts
software (such as Ashmore's, 1987, Prisoner'^ Dilemma) and Kinko's
operates an Academic Courseware Exchange
which is primarily
Macintosh based.

Adams and Hamm (198?) provide some considerations for evaluat
ing CAI software. Educators should keep the following questions
in mind when developing or evaluating software. Does the software
develop,

supplement

or

enhance

curricular

skills?

Can

the

software be modified to meet individual learning needs? Does the
program meet instructional objectives and is it educationally
sound?

Instrument Administration

The final section of this essay addresses instrument admini
stration.

Earlier, it was stated that administrative and research

applications of the computer were beyond the focus of the present
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essay. Instrument administration refers to the administration of
standard self-report instruments such as McCroskey's (1982) PRCA
or Infante and Rancer's (1982) Argumentativeness Scale.
The
following section provides an overview of using the computer to

facilitate

instrument administration

in

the speech communication

classroom.

There

are several

reasons

why

instructors

administer

instru

ments to students
in speech communication courses.
First,
instruments are used for evaluation purposes.
Instruments are
employed to help identify traits that may hinder an individual's
success, particularly in a skills oriented course. For example,
the communication apprehensive student can be identified and given
the additional attention required.
Another

reason

for

administration

of

instruments

is

that

a

series of instruments may be administered to provide students with

an understanding of the relationship between various communication
phenomena. Currently, at the author's institution students in the
interpersonal

communication

course

are

administered

instruments

throughout the semester as a particular phenomenon is being
studied. The students are provided individual custom printouts at
the end of the semester containing standard scores and correla
tions

between

the

communication

variables.

This

final

exercise

acts as a drawing together of the semester's activities.
are continually fascinated by the exercise.
A

final

reason

for

the

administration

of

Students

instruments

in

the

speech communication course is to enable the students to get a
more realistic interpretation of the generalizations that appear
in their textbooks.
For example, a student who responds to

Snyder's (1971) self-monitoring instrument,
into textbook discussions on self-monitoring.

has

better

Administering instruments in the speech communication
certainly has its benefits, but such administration is
difficult without employing a computer.
The provision
reports including standard scores and correlations
overwhelming if done by hand, but the computer makes the

insight

classroom
extremely
of custom
would
be
job easy.

Host universities that have mainframe computers, also provide
statistical packages such as the Statistical Package for Social

Sciences (SPSSx) and services such as optical scanners for reading

data forms.
SPSSx contains a "print" sub-command that easily
accommodates the writing of custom reports for students. Although
SPSSx requires some expertise, the command files are not too
difficult to master.

The instructor also hasr the option of administering instruments

from a PC computer.
Of courses, this would require that the
computer be programmed to administer the instrument (some instru
ments may contain copyright prohibitions of this). The author is
developing a program called the Generic Instrument Administration
System (CIAS) that provides the capability of PC-based instrument
administration to anyone who can use a word processing system.
As is the case with many PC-based applications, CIAS does not
contain the power or flexibility of a mainframe package such as
SPSSx.
However, GIAS requires little knowledge of computers to
operate.

F 1 1 n ?•
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In sum, instrument administration has a place in ^.he speech
the instructor who wishes to use instruments. These options

communication classroom. Several computer-based

include the use of both mainframe and PC technology.
Conclusion

The computer definitely has made its way into the college
classroom. Many disciplines are far ahead of speech communication
in realizing the potential of the
o'rs The ?oal
opportunities remain for speech communication

of computer use should not be to replace good instruction.
Rather, computers should be used to enhance or reinforce course
content. Educators are encouraged to investigate and exchange

ideas on various pedagogically sound applications of the computer

to the speech communication discipline.

In the attempt to discover or develop computer ®PP\i®^
the speech communication instructor is reminded oj.
®
suggestions. First, avoid being overwhelmed by enthusiasm for the
technology. Remember that applications should
based with the goal of student improvement in mind.

evaluation of CAI applications needs to

1"^®, ®

®^

long-term assessment. There may be some value in the novelty (and
accompanying student interest) of CAI aPPl

value is the enhancement of student learning.

structor should be aware of the possible negative

the in-

Third, the in

sometimes accompany benefits. The instructor

.^®®P

that some applications may act to atrophy students
Additionally, applications pose ^
ability.
frustrating the computer apprehensive student.

thinking
L

cations should be innovative. Computer applications that do
nothing more than imitate traditional paper and pencil exercises
hardly constitute effective use of computer technology.

As a discipline, we have many options available to us.

Although we are in the early stage of developing

significant speech communication applications, scholars ^a^e
aslerted that we now have the potential to achieve -"astery
learning (Bork, 1987). By applying current
developing new applications, we will surely enhance the educa
tional experience of the speech communication student.
End

Notes

1. ComServe is an information network which is sponsored

by ICA and ECA at Rensselaer Polytechnic Institute in
ComServe is accessible through BITNET.
information, send an E-mail message to SUFPORT§RPIECS.

Trov, NY.

2. For more information about the Academic Courseware

Exchange, contact: Kinko's Academic Courseware Exchange,
State St., Santa Barbara, CA, 93110*

3. GIAS will be freely available upon completion. For

information regarding the status of GIAS, or for a copy

of an SPSSs command file that writes custom reports,

contact the author.

BITNET: OOLJFLINgBSUVAXI
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Teaching Intercultural Comnunication:
Preparing for the Turn of the Century

Erika

Vora

Since the world and its culturally diverse societies have become
interdependent,

effective

communication

with

individuals

from

different cultures and nations is of vital importance for our
survival in the future.
We can ill afford to be culturally
illiterate as the end of the 20th century is upon us. How well are
we prepared to meet that intercultural challenge?
This essay
focuses on teaching intercultural communication in relation to the
present state of our knowledge about other nations and our American

co-cultures. The field of intercultural communication applies and
integrates theories and principles developed in the fields of
anthropology, linguistics, psychology and sociology toward effect
ively communicating between persons from different cultures. Issues
and concerns in teaching intercultural communication are explored.
Specifically, Euro-centric versus multicultural perspectives in
relation to the responsibilities, challenges, and competencies in
teaching intercultural communication are discussed.

Meager Knowledge of the World

The need for cultural literacy and global education has never
been more pressing than at the present time. The congressional

hearings into the Iran-Contra affair have exposed an astonishing
lack of knowledge in the United States about other countries,
cultures, religious traditions, world views, and political systems.
"Our cultural ignorance which extends to countries around the globe
seriously compromises our position in the world" which is deeply
disturbing (Brademas, 1987). Many American executives who are sent
on assignments overseas, are failing while their counter-parts from
other nations are succeeding (Fritschler and Hohrsman (198?). As
we become increasingly dependent on international business, we need

people

trained

to

work

effectively

with

Chinese, Japanese

and

Korean business councils, Arab oil ministers, Swiss bankers,
African, European, and South American agricultural officials, and
diplomats

from

around

the

world.

"The

economies

Of

the

world's

nations are so interdependent that if we do not closely follow
developments elsewhere, we shall lose our competitive edge; in
certain fields, we have already done so" (Brademas, 1987).

Erika Vora, Ph.D., is Professor of Speech Communication at St.
Cloud State University and was a Fulbright Scholar in Taiwan,
Republic of China during the 1986-87 academic year.
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We are in the United States, however, not only ignorant about

the cultures of other nations but also about the co-cultures within
our own nation. The ethnic texture in the United States is

changing significantly. It is projected that the Asian-American
population will double by the turn of the century (Gardner, Robey,
& Smith. 1985).

The White population of European ancestry has

declined substantially from 87.7 percent in 1900 to 79.1 percent in
1980 (Homeni, 1983). The Hispanic population increased 30 percent

between 1980 and 1987, from 11.5 million to 18.8 million.
analysts think that Hispanics, who consisted of 17.7

Some

in 1981, will total 30 to 35 million by the year 2000 (Banks,
The nation's largest non-White ethnic group, AfricanAmericans, increased from 22.6 million to 26.5 million between 1970

1987).

and 1980. Blacks now make up about 12 percent of the population in

the United States. Black population growth will outpace that or
Whites in the next few decades because the Black population is

relatively young. The median age of Blacks was 21.9
compared to 30 for the total U.S. population (Banks, 19o7). it
current demographic trends continue, more than 50 major cities in

the United States will have a majority ethnic minority population

by the year 2000 (American Council on Education, 1981). 1*; ^
estimated that by 1990, 30 percent of the students in public
schools will be ethnic minorities.

it is of vital importance that our American students are given
the tools to survive in a culturally pluralistic and interdependent
world. Colleges and universities have been blamed for the problem
of cultural illiteracy. In a February 1985 report on the bacca
laureate degree, the Association of American Colleges called
American "foreign language competence" a "national embarrassment
and included "international and multicultural experience

area in its minimum study requirements (Brademas, 1987).

as one

Institu

tions of higher education have a major role to play in resolving
this problem, and teaching intercultural communication can greatly

contribute toward that resolution.

As we are approaching the turn of the century, it is of urgent
importance that educational institutions open the windows to the
world

for their students.

Intercultural communication, taught

effectively, can make an important contribution

in playing a
significant role by exposing students to the foundations of

different world views which affect different interpretations of the
same facts. It can help students gain a deeper understanding of
the reasons for various existing behaviors and intercultural
communication patterns.

The Euro-Centric World View

The Euro-centric view is centered around European perspectives
and ethnocentrism. It looks at the world and evaluates events on

the basis of European values, beliefs, and cultural norms.

One of

the biggest stumbling blocks in intercultural communication is
ethnocentrism, our tendency to evaluate others from our cultural
point of view. Since many intercultural communication researchers
and instructors are from or have been trained in the West, the
field is full of literature with Western ethnocentric perspect

ives.

We seem to fix human experience into orbits around the
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thought-models of Western Han and our established natural- science
methodology.

theories and

recognizing

premises and

Our field is replete with pan-cultural assertions,

reflections on cultural universals without usually

the

Euro-centric

or

choices of topics.

Western

bias inherent

in our

Unless we consider equally

Afro-centric, Asian-centric, and other perspectives, and expose our
students to these, we are knowingly or unknowingly forcing our

world view on others "for the sake of making our own thought-model

of the world supreme and secure" (Casmir, 1978).

Earlier ap

proaches may very well have guided our thinking to such an extent
that we simply look for methodologies and structures which will

produce the same meaning in other cultures.

communication often

participating cultures

adaptation,

Thus, intercultural

requires submission by one or more of the

rather than mutuality, which leads to

understanding,

interaction,

interdependence,

or

a

feeling of meaningful participation, if not equality, by all

(Casmir , 1978).

The rhetorical premises of the West--or the belief in the value
of rational discourse, our faith in the emergence of truth from
competing arguments - do not enjoy universal respect. Many cultures
claim

an

intuitive

truth

that

is

higher

than

reason

and

are

unimpressed with arguments and mistrustful words. Criteria of
linear logic, empirical observation, and objective truth are not

used to assess communication ethicality in various other cultures,

religions, and political systems (Condon, 1975).

that everybody "reasons" the same way as we do.

Yet, we assume

The Euro-centric world view is reinforced in our everyday lives,

from eating and drinking customs, grooming customs (woe to the

American female adolescent who does not shave her legs or the

person who does not use deodorant!) and career planning. In Western

career planning practice, the emphasis is on achievement and power
that can be measured by some external means. Success is being

measured by a Western yardstick without any concern for the Indian,
Asian or African ideology.

The Euro-centric view is also revealed in what we call national

development. Countries that have not developed a sophisticated
technology are considered "underdeveloped". Our economic- political
system also reinforces ethnocentrism by preaching the supremacy of
democracy to our students, thereby depriving them of the opportu

nity to learn to respect other systems, such as autocracy and

socialism. For our students to effectively communicate with persons

of other cultures and to become culturally literate, they need to
learn about varied and perhaps opposing technological, economical,
political systems with respect.

Toward a Multicultural Perspective

A multicultural perspective includes such concepts as spiritual

versus material culture, individualism versus collectivism, and
their implications in communication. Nowhere is ethnocentrism more

dangerous than when it comes to imposing our religious views on
others because ours is, we may believe, the only true religion. In

intercultural communication, it is of utmost importance to have a

knowledge of various diverse religions in the world, and

to be

aware of personal biases and dogmatic views about other religions.
It is difficult to teach a person to respect others and their
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help that person see things from the

In mainstream North American culture, material things are highly

valued.

and

Much emphasis is placed on a person's physical appearance

her or his material belongings.

spend

much

measured

American

by

time
how

Indian

to

much

Many

people

achieve material gains.
money

co-culture

a

and

person
in

makes.

East

work

hard

and

in

the

Success is often
However,

Indian

cultures,

for

example, people place high value and spend substantial time on
spirituality, inner peace and harmony than on material gains and
physical appearance.

Individualism is not equally valued around the world.
The
difficulty many North Americans have in understanding the concept
of collectivism stems largely from the emphasis placed by AngloAmerican values on the individual. Many cultures, in contrast (the

Japanese and Chinese, for example), emphasize the group--the
family, company, school, etc. - of which the individual is a part.

From the Japanese perspective, therefore, how one treats others and
is treated by them is of supreme importance. To slight another
person or to feel slighted, to cause embarrassment or to be
embarrassed, disturbs the delicate web of relationships which are
essential to survival (Condon, 1981).
Thus, in preparing our
students to live, study and work effectively in a culturally

diverse society and world, the concepts of individualism versus
collectivism need to be explored to avoid misunderstanding and
communication breakdown.

In

view

effective

concepts,

intercultural communication, it

events,

and

situations

from

is

essential

diverse

to

cultural

perspectives.
When, within the nation, interracial concepts,
events, and situations are viewed only or primarily from the
perspectives of mainstream scholars and historians, students obtain
a limited view of social reality and an incomplete understanding of

the human experience in that nation (Banks, 1987).
As James
Baldwin points out perceptively, "White Americans cannot fully

understand their history until they study Black history from
diverse perspectives because the history of Blacks and Whites is
intricately interwoven" (Baldwin, 1981).

A similar point can be made in regard to studying native
American cultural perspectives.
In the words of Crow, "with
little, no, or inadequate preparation for Indian reality, history
and tradition, studying anything Indian is a useless endeavor, for
it cannot be respectfully done without sufficient background
preparation because too many people know very little or nothing
truthful about American Indians" (1988).

The Golden Rule, "Do unto others as you would have them do unto
you,' does not apply in intercultural communication since it
implies that other people want to be treated like you do.
The

Platinum Rule; "Do unto others as they themselves would have done

unto them" urges the development of empathy, of the "imaginative
intellectual

and

emotional

experience" (Bennett, 1979).

participation

in

another

person's

Teaching Intercultural

Erika Vora 30

Responsibilities of the Instructor
One of the issues which has considerable Influence for teaching

approaches in intercultural communication is the question, "what
are exactly the expected outcomes of teaching intercultural

communication?" Does the teaching impart new ways for the student,
or does it provide coding for retrieving old patterns in new
combinations and for different events?

asked

to

learn

a

new

response

to

an

For example, is the student

old

stimulus, or

an

old

response to a new stimulus? How about a new response to a new
stimulus? This raises the question of effective strategies and

methods of teaching intercultural communication (Stewart, 1978).

It is especially important since intercultural communication does
not only deal with the cognitive but also the affective domain.
Most likely, the

intercultural communication

student will be

exposed to information which may create dissonance with his or her
already existing attitudes and beliefs. Therefore, the instructor

of intercultural communication needs to ask the following question:

When is it appropriate to induce discomfort
providing her or him with information that may
The students' present beliefs and attitudes
disconfirmed, which essentially means that their
the

world

do

not

seem

validated.

In

other

instructor first cover concepts emphasizing

in a student by
be discomforting?
may actually be
assumptions about

words, should

the

the

rational domain

(for example, linear versus non-linear modes of thinking), or those
emphasizing the affective domain (such as religion, oppression, and
various forms of prejudice)? The sensitive intercultural communi
cation

instructor is aware that other cultures under study

are

constantly holding up a mirror, reflecting the student's own
culture. A student might, for the first time, see his or her
culture from a different perspective. Indeed, at times the student

might discover aspects of her own culture which she may not like.
This may cause discomfort and dissonance, especially for the highly
ethnocentric person.

The instructor needs to be mindful of our

human propensity toward ethnocentrism (the inclination to believe

that our own culture is superior to other cultures) during the
introductory stages of intercultural communication study.

It is not enough that students learn about other cultures but
also develop some awareness of themselves as cultural beings

because cultural problems invariably involve an interaction between
individuals from two or more cultures.

Stewart (1978) has identi

fied nine objectives of the intercultural trainer. These are to
inform, to orient, to identify, to know, to understand, to empa

thize, to adapt, to adopt, and to integrate.

An additional objective of the cultural educator should be
giving students the opportunity to apply intercultural communi
cation concepts outside the classroom. In other words, to go
beyond the traditional classroom approaches and to require inter
actions with persons from different cultural backgrounds in

informal settings outside the classroom.

Thus, the educator might

succeed in carefully and systematically introducing students to
their first personal experiences in intercultural communication.
This is a valuable opportunity to offer the student "tools of
reflection

in

the

art

of self-examination

in

order

to

learn

to

appeal to reason and experience rather than authority alone and
begin to understand the intertwining of history and morality"

(Paul, 1988).
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The intercultural communication educator needs to be careful to
minimize the use of dichotomies and

tives

for

intercultural

to introduce genuine alterna

perception, evaluation

and

performance.

This implies analysis of the student's own culture, the culture of
the other

person, and

also a third culture.

The

intercultural

communication instructor also has the responsibility to guide each

student

to

enter

empathically

into

the

moral

perspectives

of

persons from other cultures, not with the view that all moral
perspectives are equally sound, but rather with a sense that we
cannot judge another person's perspective until we genuinely

understand it. It is relatively easy to talk of values, but not so
easy to explain what these values mean.

Sitaram

and

Cogdell

(1976)

identified

twenty

four

ethical

obligations when teaching intercultural communication. Several of
these are presented below:

1. To provide truthful information.
2. To not over-simplify complex gradation-laden situa
tions into simplistic two-values, either-or, polar
views or choices.

3. To not pretend certainty where tentativeness
degrees of probability would be more accurate.

and

1. To not assume superiority of his or her religion over
that of other persons.

5. To recognize that each culture, however small, has
something to offer the world and, no one culture has a
monopoly in every respect.

6. To not create an atmosphere to reinforce stereotypes.
7. To not represent herself or himself as an "expert"
when, in fact, he or she is not.
It is the instructor's responsibility to first learn to respect,

through in-depth exposure, to experience, and to study other
cultures and their perspectives. "Without scrupulous care, we do
no more than pass on to students our own moral incapacities, moral
distortions, and closed-mindedness" (Paul, 1988).

It is not only essential that the intercultural communication
educator tries to have positive feelings and thoughts for all
peoples, it is also important that he or she tries to create a
trusting, open environment for learning with a minimum of defensiveness. For example, just as courses in Native American Studies
offer the greatest potential of being some of the most humane
courses, the possibility of "guilt tripping," and thereby aliena
ting non-Indians because of the world's ills also operates on the
highest potential (Crow, 1988). A respectful, sensitive environ
ment will, therefore, not allow "guilt tripping" or blaming all
Euro-American people for all the atrocities committed against
Indians, or the reverse stereotype that all Whites are hypocritical
or responsible for all evil in the world. Indeed, the intercul
tural communication educator would do well to emphasize that all

people possess "a special beauty, special teachings, and special
talents or gifts common to their culture" (Crow, 1988). Therefore,

a loving classroom atmosphere motivated by the respect for all
societies will create the learning environment most reflective of

all

people's

spiritual

ways

and

most

conducive

intercultural communication and cultural literacy.

to

exploring
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Challenges and QualiTicatlons of the Instructor
The attitudes of the instructor, based on his or her depth of

knowledge and experiences in other cultures and languages play a

crucial role in creating a trusting environment for intercultural
communication

education.

In

order

to

minimize

stereotyping,

generalization, and ethnocentrism, the instructor must have the
willingness and consciousness to entertain all moral viewpoints
sympathetically and to assess them with the same intellectual
standards, without reference to his or her own feelings or vested
interests, or the interests of his or her own nation or ideology.
This is a

very demanding and dynamic challenge. The more the

intercultural communication educator has a strong, deep rooted
affiliation toward one set of ethical norms, the more difficult it
will be for her or him to teach intercultural communication. The
instructor must be aware of the explicit and implicit signals he or

she gives in a class.

Explicitly, he might say, "I would like to

expose you to a different culture," but implicitly, he might
stereotype that culture.

With

all of these concepts

and

requirements

in

mind, the

question may be asked, "who is qualified to teach intercultural

communication?" The answer may be divided into two parts, intranational and international related culture learning.
Intrana-

tionally, what is the instructors formal training, exposure and
experience in relation to North American co-cultures, such as
Hispanics, African Americans or American Indians? Internationally,
what is the instructor's formal training in intercultural communi

cation, including cultural anthropology, multiple language fluency,
and comparative world religion? What is the Western instructor's

experience in immersing herself or himself in non-Western cul

tures? Does merely living for a while in another English speaking
country qualify one to teach intercultural communication?
Bill Starosta, a leading scholar in intercultural communication,

believes

that

"the

interculturalist

who

doesn't

know,

quite

intensively, at least one other language, culture, and/or region,
isn't fit to be called an interculturalist."

He also makes the

perceptive point that in many introductory intercultural courses,

few students will doubt the instructor's insight; and "by default,
we will come to truly view ourselves as intercultural communicationists" (Starosta, 1981). Is it not possible that an intercul
tural communication instructor, operating in his or her own Western

cultural closet, can do more harm than good to his or her students

by failing to expose them to the depth of other "Weltanschauungen"
and

unknowingly

reinforcing

Western

ethnocentrism?

Is it not

possible that by failing to understand the complexity of inter

cultural issues, the instructor runs the risk of misjudging the
students' learning?
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Concluding Conments

The importance of culture learning and intercultural communi
cation education to prepare our students to meet the global

challenges for the turn of the century cannot be emphasized
enough.
Intercultural communication can make an invaluable

contribution toward that objective. Since teaching intercultural
communication involves both the cognitive and the affective

domains, many questions remain to be answered in relation to the
responsibilities, attitudes, and qualifications of the educator.
Appropriate education, training, and exposure in the field of
intercultural

communication

for

the

educator

are

crucial

to

effectively teach the future generation to live and to interact in
a multicultural interdependent world.
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Speech Comounication and Teacher Education
in Minnesota:

Judith Ko

A Tine For Reassessnent and Action

Litterst

A whimsical motto for our profession suggests that, "Those who
can, TEACH; those who can't go into some less significant line of
work." It is a pleasant change from the often misquoted motto
separating "doers" from "teachers" and it is a philosophy consis
tent with our country's interest in educational excellence and
desire for recruiting bright and highly motivated young people into
the profession. One recommendation from the National Commission on
Excellence in Education, as presented in A Nation at Risk: The
Imperative for Educational Reform (1983)» is "to improve the
preparation of teachers or to make teaching a more rewarding and
respected profession." The aim is to improve teaching excellence
by taking action to upgrade teacher preparation. If we reword this
recommendation to make it discipline specific, it reads "to improve

the preparation of speech communication teachers or to make speech

communication education a more rewarding and respected profession."
For the last several years, educators in our state have felt a
need to strengthen speech communication education and
have,
recently, through state association task forces, begun to take a
good, hard look at that mission. Educators are concerned not with

just

what

is

taught, but

also

with

how

teachers are trained.

Unfortunately, these moves follow a period of complacency in which
speech communication education in K-12 may have lost ground in
terms of curricular strength and visibility.

The purpose of this paper is to describe the resulting atmos
phere or culture surrounding K-12 speech communication education in
Minnesota and to share answers to a number of questions.
Are
teacher training institutions in our state doing enough to prepare
teachers of speech communication?
What are the general communi
cation requirements for teacher certification and how do Minne
sota's standards compare to other states?
Where should our
efforts be placed in the future?

Speech Communication Licensure: Updating is Past Due
In terms of preparing teachers of speech communication, we need
to prepare them in ways that are not outmoded. Our discipline has

changed rapidly and dramatically over the past couple of decades.

National and regional associations are now adopting name changes to
recognize the focus of "communication" versus "speech." Yet, our
current licensure, developed nearly two decades ago, requires
training in speech correction, in discussion (How long has it been

since you have sieen small group communication called discussion?),
and does not even recognize interpersonal communication.

Judith K. Litterstg Ph.D., is Professor of Speech Communication
at St. Cloud State University.
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The Speech Association of Minnesota Legislative Committee has
surveyed high school teachers to see what parts of teacher training
they see as necessary and what they see as outdated. With these
suggestions in hand, they have drafted a suggested revision in
licensure.

Now it is past time to put those desires into policy.

A survey of our teacher training institutions shows that they have
the necessary courses in place as electives, so once licensure is
updated we can start training our speech communication educators
properly.

CoBounication Requirements for Teacher Certification:
How Do We Measure Up?

At the present time, the Speech Communication Association is
conducting a national survey of state practices in teacher certi

fication to determine the presence or absence of oral communication
skills in teacher certification requirements. As a member of that
research team, this author has had an opportunity to compare

Minnesota's requirements with those of several other states. The
comparison reveals that Minnesota places a fairly high value .on
oral communication skills.

For instance, state program require

ments for secondary school teachers of all K-12 subjects list the
need for organizational, management, and communication skills and
strategies which facilitate learning. They also call for skills
necessary to communicate and interact with staff, resource person

nel, parents, and community.

Unfortunately, these generalized values do not materialize in
substantive oral communication requirements for teachers. While
teacher training institutions require a minimum level of oral

communication competency (e.g., completion of a basic

course),

this level is not up to par with what a few of the other states are

doing.

In Massachusetts, for instance, there are five competency

areas for evaluating prospective teachers.

subject matter, testing

and

Equal to competency in

evaluation, teaching

methods, and

sensitivity to different students is a competency requirement in

communication.

Evaluation

these competencies.

forms

for

student

teachers

highlight

Other states specify in some detail presen

tational and interpersonal communication skills all teachers should
possess.

Why is it important to support strong requirements in oral
communication standards for teachers? First of all, as we face a
potential teacher shortage, we must bring in top quality educa
tors. Strength in communication skills is one earmark of quality.
Second, those trained in communication
understanding and appreciation for the

will have more of an
value of communication

coursework in the curriculum.
Teachers trained adequately in
communication skills can serve as additional proponents of speech

communication education.

Third, as we face the tide of integrated

learning, we should not simply be content with educating speech

communication teachers; we need to educate all teachers in speech
communication.

Teacher Education
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Sog Where's the Action?

Deal and Kennedy, in their book Corporate Cultures (1982)

describe a "work hard/play hard" culture where everyone maintains a
high level of low-risk activity, and where success comes from
persistence and hard work. This seems an apt description of speech
communication educators in the state of Minnesota.
Yet, as they
marvel at how foreign language and language arts teachers have made

strides in protecting curricular strongholds, it seems as though
speech communication educators have been much like the fabled
tortoise in the race with the hare. Unfortunately, contrary to the
fable, we cannot predict the outcome to favor the steady but
slow-moving turtle. Sadly, we have shaped a culture^ where com
plaints outweigh actions. We bemoan the loss of speech communi
cation programs in our high schools, we negate the value of
language arts programs that seem to short-circuit training in
speech communication, we scratch our heads when we learn that
communication-like courses are taught in other departments, and we
criticize outdated speech communication licensure.
But, we are
slow to put muscle behind our frustrations.

So, why does it seem that things are moving so slowly?
A
culture is in place that seems to value talk, but is slow to act.
The overriding feeling that permeates the organization seems to be
one of loss of power and frustration. Yet, at the same time, we
value our discipline. Maybe it is time we realized that a "takespeech-communication-for-granted" attitude is not working. As with
organizational name changes, maybe it is time for our disclipline
to assume a cultural change, too.

Organizational culture is reinforced in numerous ways (Schein,
1985), and it is important that we realize the role our state
association plays in shaping or altering culture.
A culture is
reinforced by what the leaders value. In our state, the Speech
Association of Minnesota is the discipline's educational leader.
If we drag our feet on action, what are we communicating? Are we,
in effect, supporting the status quo or saying that the changes we
want are insignificant?
Or, do we value a strong presence of
speech communication in the K-12 curriculum? Cultures are also
reinforced by leader reaction to critical incidents. If, indeed,
speech progams are losing ground, can we move swiftly to strengthen
the discipline? Can we help the decision-makers in the troubled
districts to appreciate the
value
of speech communication?
Cultures may be reinforced through role modeling and through
criteria for allocating status, recruiting, selecting, and so
forth.
The Speech Association of Minnesota must influence what
they feel is necesSary in terms of teacher training in general and

speech communication teacher training in specific.

The past few

years have been promising in terms of the growth and commitment of
our state association. Membership has risen to an all-time high.
Task forces have examined key issues of promotion, mission and
structure, and licensure. The momentum is there. But, we can't
stop short. We must get ourselves on a proactive track versus a
track that is simply reactive and slow. The question is, how do we
begin?
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Recouendationa for the Future

Licensure Update.

In regard to the desperate need for speech

communication licensure updating> the state association needs to
establish firm target dates for change. Rather than saying year

after year that "something must be done," let's have a new licen
sure in place by the start of the 1990-91 school year. At the next
convention, our association should set ambitious targets and work
hard to meet them.

Teacher Training. How about efforts directed toward
communi
cation competency for all teachers? Twenty years ago this author
heard the same complaints about teacher training that circulate
today. Students don't feel that their education methods courses
really prepare them for the classroom. It is important for our
discipline to offer leadership in teacher training. Since much of
teaching (of any subject) is dependent upon communication, our
state association should lobby for teachers to take an additional

course in speech communication beyond the required fundamentals

course. Skills in presenting, listening, facilitating discussion,
providing feedback, and a host of others could be presented in an
arena tailored to the needs of the classroom teacher.

This could

be coupled with skills in organizational communication, appraisal,
rhetorical analysis, nonprofessional counseling, intercultural

communication and other topic areas suited to non-classroom
communication needs.
Rather than only being concerned with the

past-due updating of licensure requirements for teachers of speech
communication, our state association should also lobby for a strong
presence of oral communication standards and performance measures
of K-12 teachers.

Other states' models can be consulted, lobbying

efforts can be organized, and simultaneously, speech communication
professors at teacher training institutions in our state can
develop and propose service courses for K-12 teachers.
Such
courses can meet the need for teachers trained

in communication

skills both in the classroom and with staff and community.

Curriculum.

In

a recent interview

with

James

Nobles, Legis

lative State Auditor, which was aired earlier this year on the

public broadcasting system ("Minnesota Schools: Pass or Fail?"),

Minnesota's reputation in education was described as "overstated

and out-of-date." While 60X of high school students expect to
attend college, many need remedial work. Among other goals, Nobles

suggests that

coursework

in

social studies.

high school students

the

core

courses

spend

two-thirds

of their

of science, math, English, and

The time is right to insist that speech communi

cation be included in the curriculum as a core course. Nobles also
indicated that schools have the responsibility for preparing

students "emotionally, socially, and physically." What better way
to prepare them in this manner than through training in lifelong

communication skills?

Nobles insists that we also need to teach

thinking skills. Many courses in speech communication have at
their base grounding in logical thinking, exchange of ideas,
analysis, and adaptation. Since it is costly to lengthen the
school year or school day. Nobles indicates that more learning must
occur within current parameters. Training students to be better
listeners and training teachers to be more effective communicators
would aid this goal. Our K-12 education is described as "the
burden bearer of society" as they must alert young people to the
dangers of AIDS, sexuality, drug awareness, and other topics.
Communication skills help not only in the delivery of information,

Teacher Education
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assimilation

of these

goals has determined

that our

messages.

The task

force on

mission

and

state association has as its primary and unifying force a concern

for quality education. What we must do now is articulate the kind
of curriculum in speech communication that is necessary for K-12.
We have a task force on promotion that can devise a plan for making
these concerns known to Minnesota school districts.

By e'xamining our role in the push to stop our state's academic

slide from excellence, we cannot only improve the potential for
learning but we can also strengthen the place of speech communi
cation

in

the

K-12

curriculum.

We

can

take

the

insistence

on

competency in oral communication a step further and, rather than
just settling for strands of speech communication permeating the
curriculum, we can make a case for a solid presence in terms of
coursework and staffing.
When what we teach appears in home
economics and family living courses, and when our discipline
becomes merely a tool for learning other subjects rather than a
discipline in and of itself, it is time for action.
Conclusion

Iri the past, we may have been content to push for released time
for extracurricular speech activities or for the addition of speech
communication electives. We may have lived with outmoded licensure
requirements because we felt it was too much bother to change
them. We may have assumed that everyone would somehow recognize
the necessity for learning effective communication skills. We may
have been content to teach our course load year after year, happy
not to have been counted among the cutbacks in our district. But,
the high level of low-risk activity we have demonstrated will not
give our discipline the visibility it needs right now. Perhaps we
need to adopt as our motto, "Those who can, TEACH; ^ Those who
believe in what they teach, DO SOMETHING ABOUT IT!"
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On Interviewing the Unknown Soldier

Connie Fletcher

"People don't notice things, even when it gets them arrested.

I've arrested

the same

prostitute

twice

in

the same day.

It's

common. You arrest them; you lock them up;, they post bail; they're
back out on the street that night; you lock them up again. And
they never see you; they look right through you."
--Officer Jim Dillon, undercover vice investigator,
Chicago Police Department

"The chief object of education is not to learn things, but to
unlearn things."
—G. K. Chesterton

Interviewing is the art of unlearning.
experience, whether it's in counseling,

For every interview
conflict resolution,

negotiation, job application, information-gathering, or interper
sonal relationships, the interviewer has to unlearn the ingrained
habits of pre-judgment and snap judgment before he/she can truly
see the person being interviewed, in whatever professional or
personal context, and hear what that person is trying to say.

The field of journalism may provide the most dramatic examples
of the ways in which prejudice both blinds and deafens us. As a
journalist and journalism professor, I've noticed that the oppor
tunities

inherent

in

the

interview

situation

are

often

lost or

ignored.
The pitfalls of poor interviewing are by no means
confined to journalism, but await the unwary or uncaring in all
communication encounters.
However, I believe that journalists'
slips in attention, by virtue of their being on record and there
fore most accessible, can also be most instructive.

Every one of us who pays attention to mass media is jarred by
the superficiality and slickness of many print and broadcast
interviews. What we read, see, and hear, many times, is not a true
encounter, but an imposition of the interviewer's own pre-conceived

notions or need for an "angle" on the interview subject. We're
left feeling cheated or vaguely discontented by what wasn't asked,
by what was ignored or glossed over, by the direction the interview
was forced

to take.

In doing research for interviews, I've continually come across

newspapers and magazines tirelessly re-cycling previously published
information, with little attempt to go beyond or even to verify the
commonly held or media-created prejudices about the subject of
their article. For example, in my research for an interview with
romance novelist Rosemary Rogers a few years ago, I saw a People

Connie Fletcher, Ph.D., is Assistant Professor in the Department
of Communication at Loyola University of Chicago.
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Magazine photograph of Rogers, taken in the early '70s, showing her
"at work''--elaborately caftaned, sipping wine, surrounded by row
upon row of candles. Almost without exception. Interviews with
Rogers since that photograph appeared in the redoubtable People
made much of the fact that Rogers wrote her steamy novels by
candlelight. When I interviewed Rogers, I asked her how much she

spent a year on candles.

She looked blank.

I said all the clips

talked about her candle-writing habit. What did it cost? Rogers
then told me the People picture was a stunt, that reporters never

asked her about her writing habits, but made the assumption from
the photograph (Just as I had). She further revealed that she
wrote on a p.c.—surrounded by fluorescent light.

Rogers' photograph was a fiction.
Journalists ignored that
possibility and kept leaping to the same wrong conclusion. At the
same time, however, many interview subjects keep giving obvious

signals, either through non-verbal communication in photographs or
through repeated comments in interviews, that are ignored. The
interview subject may be assiduously, even frantically, trying to
say something important about him/herself, but these clues are not
seen and not heard.

Another example from my own interviewing experience: in doing
research before interviewing Sid Caesar in 1985, I went through

magazine clips dating back to the '50s. In at least 10 pictures,
spanning 1952 through 1984, Caesar was photographed with his arms
around a bust of George Bernard Shaw.
The photo caption, each
time, dutifully noted that here was Sid Caesar with his bust of
George Bernard Shaw. But no interviewer, in any of the articles,
picked up on the obvious non-verbal message and asked Caesar why
Shaw meant so much to him that he hugged Shaw on camera. I did.
Caesar said, "You know, no one has ever asked me that before. Ever
since I saw George Bernard Shaw as an old man on a newsreel in a
movie house in Yonkers, I've idolized him. Shaw has always been my
hero."

Interviews with ordinary people are as subject to snap Judgments
and pre-Judgments as celebrity interviews. Host often, subjects
are placed on the procrustean bed of the story's pre-determined
"slant" and all the person's complexities, quirks, and contradic
tions, which may not fit the all-important slant, are systema
tically lopped off.
Why does this happen—that interviewers do not embark upon
interviews as exciting forays into the unknown, but settle for
making tired little trips into the trite—with such frequency? The
traditional answers blame the interview subject for not "opening
up" to the interviewer and/or deadline pressure for not giving the

interviewer enough time to do anything more than the most primitive

exploratory surgery on the subject.

The true reason for sterile interviews is a failure

in communi

cation, rarely on the part of the person being interviewed, who may
be eagerly signalling what is important to him or her, but almost
always on the part of the interviewer. This failure results from
several smaller failures: not actively seeing the subject, not

actively listening to the subject, not going through the doors of
communication that the subject invariably opens—in general, from
the habit of clinging to the pre-conceived, to what the interviewer

Unknown Soldier
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(and others) thought about the subject before the interview even
started.

Many times, I feel, students are initiated into the practice of
superficial interviewing by being thrown into full-fledged inter
views before they're ready and by not being encouraged to share

their

fears, misgivings, and

mistakes

with

others

in

a

non-

judgmental context. What's important to learn is the communication
art of relinquishing control (and pre-conceptions) in favor of
actively responding to what the other person is saying.

I've devised a simple classsroom exercise that allows students
to make interviewing mistakes in a group, to discuss and receive
feedback on their positive and negative interviewing tactics, and

to see, first-hand, how difficult it is to abandon pre-judgments
and snap judgments and to truly interview someone.

The exercise is a press conference with a twist--students are
asked to interview someone they know absolutely nothing about, and

to determine, in the process, what is important about and to this
subject. They're asked to attempt to find out not just the bare
bones of that person's biography, but something of his/her "guts
—passions, values, philosophy, shaping experiences.

In the weeks before the press conference (not announced in
advance) the students are introduced to interviewing principles in
a broad communication context; that is, the emphasis is not put on

journalistic slant or on obtaining "good quotes," but on paying

careful attention to how the interview subject acts, what he/she

says, and what invitations he/she gives to other topics. Students
also practice interviewing each other and are tirelessly told that
they should both ask what they really want to ask and listen to
what the person they're interviewing really wants to say.

Students may write a short sketch of their subject, exchange

sketches, and talk together about what each of them got right or
wrong about the other. Mistake-making is a vital part of the
interview process, since it never fails to amaze students that they
hear so much wrong.

All this is preparation for the press conference, which further
demonstrates, without the bonus of a grade, what can go right and
wrong in interviewing.

The mechanics of the press conference exercise are as follows:
1.

The interview subject (who must not be at all familiar to

the students) is invited to class and instructed to volunteer no

information about him/herself, but only to respond to student

questions.

The subject is also asked to arrive a few minutes

before class actually begins so that arriving students can start

looking at, wondering about, and forming pre-judgments about this

stranger.

2.

At the beginning of class, the instructor asks students to

jot down their impressions of the stranger. The instructor asks
questions such as, "Based oh what Mr. or Ms. X is communicating
through dress and actions, what do you think is his/her occupation,
personality, etc.?" At class' end, students compare their original
impressions with the real identity of the subject.
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Instructor next tells students that they're about to take

part in a press conference. The stranger will not tell them
anything about him/herself except in response to their questions.

Students are responsible for finding out everything they can about
this person, including nuts and bolts information, but focusing on
what is really vital to and about the subject. They're also told
that anything gained through any one student's questions can be
used by everyone in the group.
4.

Students are asked to take notes, since they may

write a

brief description of this person.

5.

At the end

of the

press conference, depending

upon

time

constraints, several options are open. The instructor may wish to
launch immediately into the meat of this exercise, which is
feedback from the interview subject and free discussion with the
group.
He/she may ask what the students found difficult or
interesting about this interview situation. He/she may look over
some of the notes taken as first impressions at class' start and
comment on them. Host important, the subject should share with the
class his/her positive, negative, or wondering reactions to the
questions asked, unasked, what was pursued, what was dropped, and
what he/she thought should have been picked up on. The instruc
tor's

role

here

is

to

draw

out

the

students

about

what

their

difficulties might have been, what questions they have about the
interviewing process, and to reinforce all the positive things that
did happen in the interview.

The second option (which works well with a longer class period)

is to end the press conference, ask the students either to write a

brief descriptive sketch of the interviewee or to write answers to

several questions about him/her, let the interviewee read over
several during the students' break, and then comment upon these
sketches during the feedback session.

A third option is to have the students write out-of-class for
the next week.
The subject, if willing, could return for a
follow-up commentary or send comments on what students got right
and wrong about him/her back to the class through the instructor.
I've conducted this mock press conference, using all three
options, for ten years. I've had press conferences in which the
students couldn't think (or were unwilling) to ask a single
question after "What do you do?" and "How much do you make?" I've
had sessions in which students got all the subject's biographical
record, but nothing of his/her soul; sessions in which students
waxed philosophical and forgot to ask how the subject spelled his
name; sessions that bogged down in trivialities; sessions dominated
by one or a few students; sessions in which the interview subject
kept returning to a pet theme, to have it ignored time and time
again; sessions where everything clicked.
Usually, the press
conference is an object lesson in both good and bad interviewing.
Usually, students are amazed, in the discussion that follows the
press conference and in reactions to their essays made by interview
subject and instructor, at what they got wrong, missed, or never
not iced.

I've

found

that

this

exercise

never

fails,

since

the

more

students may "fail" in asking the right questions, pursuing what

Unknown Soldier
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is trying to say, hearing what the interview
getting basic and more profound information
students succeed in discovering how prone we
settling for the easy answer and the hasty

conclusion, for not seeing and not hearing.
I believe this
exercise can help students start to unlearn the vicious habits of
mind—and sometimes spirit--that imperil true communication.
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Teacher's Workbook:

Practice Days in Public Speaking Class

Virginia T. Katz/Albert M. Katz

A Practice Day before each round of speeches in a public
speaking class is a useful tool for insuring adequate preparation
on the part of student speakers. Adequate preparation is one of
the prime factors in lowering performance anxiety or "stage
fright."

Students are divided into permanent practice groups of five or
six. On the day of class prior to the first day of a speaking
round, all students must come to class with a complete and
detailed outline of their intended speech. ("Complete" means that
the outline must have all the components that the instructor
expects to see on the speaking day, and it must be in proper
outline form.)

In each group, students give their speeches while remaining
seated in a circle. After each speech, the other group members
critique the speech by asking questions about clarity, evidence,
transitions, etc.
Group members also look over the speaker's
outline.
The group is encouraged to have the speaker go over
passages several times as the group attempts to coach the speaker
and improve the presentation. All group members must give their
speeches and have them critiqued by the group.
There are no
grades and no faculty evaluation in this practice session.

The faculty member is present in the room while this
occurs. The faculty member circulates around the room,
outlines and
answering
questions
when
necessary.
outlines is extremely important, because it takes strict
ment of the preparation rule to make this technique work.

activity
checking
Checking
enforce

What are the benefits of Practice Days? The authors believe
that Practice Days lower "stage fright," improve the quality of
student speeches, and represent sound pedagogy.
One

fright.
by

of the

primary

barriers

to

effective

speeches

is stage

speaking

classes.

For many students, the natural stage fright is Increased

the "shooting

gallery"

approach

of

public

The faculty member says "Here is the assignment, now you get up in
front of the class like a target in a shooting gallery, and I'll
shoot you down." Students are told what they did wrong, but are
not given an opportunity to do it right.

Virginia T. Katz, Ph.D., is Associate Professor and Chair of
the Department of Communication at the University of Minnesota,
Duluth.

Albert M. Katz, Ph.D., is Professor in the Department
Communicating Arts at the University of Wisconsin-Superior.
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In the Practice Day system, when students give their speeches
in front of the entire class for a grade, they are giving it for

the second time, having had an opportunity to practice it in a
supportive environment and having had an opportunity to re-work
the speech based on evaluations from listeners representative of
their actual audience.

Students are not natural speech evaluators and will need some

help from the faculty member if the first Practice Day is to
produce anything other than "Nice job" comments. The authors
suggest that a discussion of speech evaluation be conducted with
the class prior to the first Practice Day, with specific expecta

tions spelled out.
with detailed

It is also useful to provide all group members

evaluation

forms to use to guide their comments.

These evaluation forms should

be filled

out seriously and

care

fully by group members for each of the speakers in their group and

should be turned over to the speaker at the end of the Practice

Day. Group members' evaluations and critiques become increasingly
sophisticated and helpful as the term advances and students'
understanding of the components of a good speech deepens by virtue
of their increased experience as listeners.
Part of the

increased

confidence

that Practice

Days

produce

seems to come from student speakers having their own "cheering
section." The members of the practice groups seem to form rapid
and substantial bonds from being "in the same boat." The speaker
knows that there will be those other five friendly and supportive

faces in the audience, and that seems to help the speaker with eye

contact and directness.

Lack of adequate preparation seems to increase stage fright,
and incidentally, increase the incidence of students having to
attend their grandmothers' funerals! They have put off working on

the speech because they are frightened; they become more fright

ened as they realize that they have put off work on it and the
speaking day is getting closer! The Practice Day system separates
the two sets of tensions.

The students complain loudly the first

time they discover that they have to have their complete outline
ready days prior to their actual presentation. However, they soon
find that they never have been so well prepared in advance for an
academic assignment in their lives. The authors have been told
many times at the end of the term that although the Practice Day
idea seemed burdensome at first, it soon became clear to the
student that this was one of the most beneficial aspects of the
course. It eases the mind to be prepared ahead of time.

The rehearsal and coaching opportunity seems to have a signi
ficant impact on the clarity of content and organization. The
group members will ask about transitions, about logical connec
tions, about evidence. They tend to do so in a collegial manner
that is both less threatening and more persuasive than is the same
comment coming from "the expert" faculty member.

Practice Day requires that students have their outlines
completely ready anywhere from two to six days prior to their
actual speaking day, depending on the scheduling of the round.
There must be an unshakable, unbreakable rule that the student may
not attend or take part in Practice Day without a completed
outline.
And further, the students who do not take part in

Practice Day must not be allowed

to give the speech and

must

Teacher's Workbook
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receive a zero for that round. It has been the authors experience
that, even with dire warnings at the beginning of the term, one or
two students either miss the first Practice Day or show up without
a completed outline. The faculty member must stand firm and give
these students a zero for the entire assignment. Once this is
Clear, the problem doesn't come up again. In this case, the
student grape-vine" works in a useful fashion. The word gets
out, and Practice Day excuses simply evaporate. Actually, once
n student
'"'i grape-vine"
been established
and the
enforced
in the
one next
term,
the
seems to spread
word to
terms,

and there is very little problem.

Three further logistical points about enforcing the "no
outline-no grade for the round" rule. First of all, the faculty
member should check all outlines in the first few minutes of the
class, otherwise students may attempt to quickly write an outline
while someone else in their group is speaking. Have the students
get in their groups and have their outlines ready. The faculty

member can walk around the room and do a quick check immediately.

Anyone with no outline must be told to leave class.

The benefits

I'u these
Pf'actice
Day system
are great
the authors
that
benefits
far outweigh
the and
costitofseems
beingto really
tough
about enforcing the rule. You only have to be tough once, and

cnen the point is made for everyone in the class.

A second logistical point is that the faculty member may decide
that the errant student really needs the speaking experience, but

that the no-outline/no grade" rule must be enforced. The student
can be allowed to give his/her speech at the end of the round if
time, but a grade of zero will still be recorded. The

third logistical point deals with students who have genuine

emergencies. All speech-communication instructors become connoi
sseurs of excuses and learn to tell the real from the contrived.
When a student has a real emergency, the faculty member can have

the student

practice" the speech with several members of his/her

group at the end of the next class session. If all else fails,
the student can practice the speech with the faculty member alone
although this negates some of the benefits of the activity.
One of the authors teaches public speaking in a ten-week

quarter and finds that one Practice Day prior to each round of
speeches is all that can be accommodated. The other author

teaches public speaking in a hybrid course during a semester. In

this system it is sometimes possible to fit in two Practice Days
prior to a round of speaking.

nt-ofr
Days moving
are to from
work,
the tofaculty
member must
be
present in the room,
group
group providing
assistance and support. Practice Days cannot function in a pedagogi""snner
the to
faculty
member
starts
an activity
and3 then leaves
theifroom
tend to
othermerely
matters.
Students
will
take it seriously if the faculty member takes it seriously.
MOTE: The authors are indebted to the late John H. Ness of the
Communication Department of the University of Minnesota, Duluth
Who was the primary source for the concept and implementation of

Practice Days.
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But I Just Said That.

Weren't Tou Listening?

Linda A. Desjardins

But I just said that. Weren't you listening?
An Object Lesson to Encourage Active Listening.
Preparation Required

The object lesson being described here fits tightly into a
fifty-minute period. It feels more comfortable in a seventy-five
minute session. The materials needed are an article or essay,
preferably on the importance of good listening skills, which can
be read aloud in about ten minutes, enough copies of the article
for class distribution, and a carefully composed list of ten to
twelve questions. The students should arrive at class prepared
to discuss the textbook's chapter on listening.
Rationale

The syllabus I distribute on day one of my speech class
contains this pompous-sounding explanation of my theories on
speaking and listening:

When people think of public speaking, the image of

one person speaking to or at an audience is conjured
up. While this association is valid, it represents
only a small part of the communication process. If
the speaker's goal is to speak to rather than
or
communicate effectively with the audience, many
considerations must be made before the speaking
process even begins. A desire to speak, a limited
topic, a clear purpose, an assessment of audience
and their expectations and an awareness of the
limitations of time and

location

must all be taken

Into account before a speaker begins.

have
only
examined
process.
The other

half
half,

And still, we

of the
communication
listening, is just as

important to effective communication.

In

order

to

listen well, listeners, too, must actively examine
their habits.
Listening goals which align with
listening purposes must be set before people can
maximize their listening ability.
But to separate
speaking and listening into two halves,
as we have
done here, does not do the communication process
justice either. A speaker's delivery or the time or

Linda A. Desjardins is a lecturer at Northern Essex Community
College in Haverhill, Massachusetts.
This essay and lesson
description have been written in the interest of sharing a
listening exercise which has been successful in her classroom.
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the

audience's

ability to listen; similarly, the audience's listen
ing behavior is likely to affect the speaker.
Speaking and listening are interdependent, and their
roles overlap.

Although the students seem to agree on a philosophical level with

what I've said, their practice points only to a speaker orienta
tion. Their listening consciousness needs raising. Consequent

ly, the role of listening in the communication process is
continually addressed in the next several classes. Whenever the
role of a speaker in a communication setting is discussed, the
impact of the receiver's feedback is given equal attention. It
is shown that speakers' goals take shape only after the audience,
the listeners, have been considered.

Although speaking and listening are always discussed in
tandem, and despite my emphasis on the need for strong listening
skills, the students seem to concentrate on what they consider to
be the crucial part of the process -- the speaking. Only in the
speaking role do they seem to feel they are creating an impact
because here they are actively involved and on display. This
attitude that only the speaking counts reflects the subordinate
attitude toward listening implicit in education in general:

listening is not usually taught in the classroom and no one is
graded on it, even though listening skills affect grades.
Because students have been conditioned to believe that listening

is presumably something that just happens, it is difficult for

the students to change their perception of listening as anything
other than a subskill or passive activity, if it is an activity
at all. As a result, they downplay the importance of their roles
as listeners. In many cases, they are not even aware of the
effect their listening behavior may have on the speaker. Rather

than explain and explain again why good listening is essential,
an undertaking sure to encourage my audience to tune out, I work
with an object lesson which usually succeeds in encouraging them
to

become

active

listeners.

What follows is a description

of

this lesson and how it works for me.
Lesson Description

the

At the meeting prior to the date planned for this exercise,
class is assigned to read their textbook's chapter on

listening. Nearly every speech book I've seen has one. (If it
did not, I would not adopt it.) When the students arrive for the
next class, I announce I have an article I found on listening I
would like to share with them, and I go on to read it.

I try to

suppress my theatrical tendencies in order to provide a delivery
void of any compelling expression or vocal emphasis on key words

or phrases. I do not aim for a monotone or mechanical delivery;
my goal is a clear and fair reading with appropriately-spaced
pauses. I can see the students tuning out after a paragraph or
two, and practically all are lost by article's end, even though
the reading itself takes less than ten minutes. The sighs of
relief that follow my reading are interrupted by my request they
take out pens and paper and answer a few questions. Moans and
groans and protests follow: "You didn't say there was a test on
it," "I kind of thought you'd do this," or simply "Oh
I
then ask ten questions, items chosen beforehand for specific
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reasons. I compose questions dealing with number facts, small

and major details, main ideas, and context
make sure the questions represent material from the
middle and end of the article. After the students have exchanged
a few nervous glances and begin to feel uncomfortable with their

performances, I tell them their grades here will not count. But
the quiz creates just enough tension for the students to
what follows seriously.

As we go over the answers, I ask the class to note their
such as number facts or small details, we «l"®stion whether that

errors to see if any patterns emerge. In identifying

sort of error is typical for each student and what it might

indicate, such as "Do I tune out statistics?" "Do I [o®"® o"

small details at the expense of the mam idea?

more attentively at the beginning than the middle or end.

This

analysis gives the students some idea of where their listening
skills may be weak, thus allowing them to «!®\®/,9P.
strategies for improvement. Once students have tallied up their
scores, I ask how many got them all right and compliment any who
did. Then one wrong, two wrong, and so on until every hand ha
been raised. The majority confess to having only two
^^®®
correct answers. At this point I ask gently
nause

"Why did you do so poorly?

Weren't you listening?

I pause

briefly and ask how they feel about getting only a few answers

right on material they just heard. Generally speaking, most seem
to be disappointed in themselves. The class accepts the verdict,

guilty as charged, and offers explanations.

- 1 didn't know we were being tested. (Should that
matter?)

- I was busy thinking about my parents, my car,
my job...

- 1 have a big test next hour I'm worried about.
- It's Monday.
- 1 hate to be read to.
- It was boring.

- And a myriad of others.

Although the lesson until now has only taken about one-half the
class period, the students seem to expect the exercise
®"^
this self-recriminating but reasonably alibied note.

It does

not.

Usually by this time, someone will have blamed me for not
telling them to take notes or not announcing that a quiz would
follow the reading. If this charge is not 1®*®^®''». PjJ®*
.T?
a transition to the next phase of the lesson, 1 ask

Was

your fault?" This question opens up a discussion of what I as a
teacher/speaker did wrong and criticism flows freely.
wholeheartedly with their assessment.

Then in a "'®''®.

ive mode, ideas for what 1 should have done, were the materj®!
really important to me, are suggested. A representative sampling

usually includes:

- Providing prefactory explanations of what I'm reading
and some idea of its importance.

- Using more expression in my voice.

- Using gestures to highlight points, as in raising
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two, or three fingers when counting ideas.

- Using previews and summations.

- Stopping periodically to ask questions, thereby
renewing the audience's involvement.
- Writing key ideas on the board.
- Repeating key ideas.

- Expanding on complex ideas.
- Walking around more.

- Supplying the class with copies of the article.
Because the material is. important to me, I do distribute copies
of the article for their later reading. By now, we've usually
used

about SOX

of class time and

former

mea culpas have been

replaced by a feeling of self-satisfaction in the awareness that
I, too, not only share in the blame for the poor showing, but may
be the cause. Again, the class feels the lesson is over, and
again it is not.

Unfortunately, this second attitude is once again speakercentered.

The class has shifted most of the responsibility for

good listening to the speaker. I acknowledge that a wellprepared speaker should adapt material to the audience and try to

aid the listener by using some of their delivery suggestions. I
tell the class I expect them, as good speakers, always to have
listening ease in mind. But then I ask the class how frequently
they encounter speakers who put forth this much effort for them.
Typically, the responses are "seldom" and "never." I ask how
many day-to-day situations come complete with announcements
saying "You'd better listen, this is important," or "You'll need

this information next week."
Realizing these red-flag, goodlistening alerts are not the rule, I ask what we can do to avoid

repeating the sort of poor listening consequences just experi

enced.
Of course I agree immediately with the student who
inevitably replies "But we can't be listening 100X all the time
to everything." What ensues is a discussion of the types of

listening we may engage in, such as critical or social, and what

our roles are in these encounters.
This material is usually
covered, too, in the assigned chapter.
We zoom in on the
suggestion that in each listening situation we should decide what
sort of listening is called for and devise an appropriate
listening strategy, be it taking notes, preparing questions, or
simply nodding yes or no. The idea I want instilled is that a
person becomes a good listener by taking an active role, by
constantly asking, "What is my role here as a listener?" In so

doing, the listener is taking responsibility for at least 50X of
the

communication

process, making

successful

communication

or

shared meaning much more likely to occur.

I receive a lot of positive feedback on this lesson. At each
juncture, the nods of agreement seem sincere.
As the class
leaves, I've overheard comments like "That was good," or "I never

thought about listening like that." The feedback feels wonderful
and I feel pleased and satisfied in knowing that this lesson has
had an impact on some students.'

I do not consider the concept of listening to be fully covered

with this chapter and lesson. I continue to examine the role of
the listener throughout the semester and suggest complementary
listening skills whenever a new speaking skill is being taught.
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For example, we try to identify the differences between informa
tive listening and evaluative listening, between neutral listen
ing or biased listening when we discuss the differences between
informative speaking and persuasive speaking,.
This frequent
focus on listening, this effort to move listening to the con
scious level, makes me feel a little more confident that, by
semester's end should I ask "Weren't you listening?" the "Yes"
answers will be louder than

the "No's."
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The Relational Communication Questionnaire

Joseph A. DeVito

One of the objectives of a course in interpersonal communica
tion is to get students to apply the principles discussed in
class

and

in

the

textbook

to

their

own

lives.

Although

this

carry-over from theory to practice is essential and something

with which most instructors would agree, we lack the instruc
tional aids necessary to stimulate such practical application.
The following exercise represents one step in this direction.

The exercise is designed to stimulate the student to look at

the qualities of interpersonal competence in their own relational

communications. More specifically, it asks that the partners in
a relationship (for example, friends, lovers, family members,

co-workers) examine their communication patterns, compare them in

a number of different ways, and thus provide a basis for dis
cussion, increased mutual understanding, and perhaps change.

Too often discussions of relational communication patterns take

place only after an argument or serious breakdown in communica

tion. One of the advantages of exercises of this nature is that
they stimulate discussion before such arguments or breakdowns.

The context is thus neutral and the ensuing
therefore be more open and less defensive.

discussion

can

The exercise is presented here as it may be distributed to
students. Although the questions are based on the qualities of

interpersonal competence as discussed in my own texts, they can
be easily altered to fit any basic model of interpersonal

competence.

Similarly, the comparisons can be adjusted to suit

the particular needs of the instructor or students. For example,
instead of comparisons between relational partners, the compari

sons

can

be

male-female,

situations,

reworked

we

example, role

to

child-parent,
might

focus

on

other

pairs, for

supervisor-subordinate.

investigate

expectations, gender

a

variety

or

status

of

example,

In

these

issues,

differences

for

in

expressing oneself, and differences in communication rules.
Another obvious application is to intercultural communication
where we might investigate, for example, stereotypes, prejudices,
and cultural differences in communication rules.

Joseph A. DeVito, Ph.D., is professor in the Department of
Communication at Hunter College of the City University of New
York.
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The Relational Comnunication Questionnaire

This

Relational

Communication

Questionnaire

is

designed

to

stimulate partners to discuss their relational communication
patterns with each other.
The Questionnaire is in several
parts. Follow the instructions provided for each part.
Part One.

Hy Relational Communications

In this first part, respond to the statements with reference to
your own communication patterns wlien communicating with your
partner.
Use the following scale;
1 = always or almost always true
2 = quite true
3 = somewhat true
•i = neither true nor false

5 = somewhat false

6 = quite false
7 = always or almost always false

My Relational Communications (Form A)
1. I tell my partner what I am feeling.
2. I can feel what my partner is feeling.

3- I communicate my similarity of feeling to my partner.
1. I avoid evaluating my partner's feelings.

5. I communicate a

positive attitude

toward

myself when

communicating with my partner.

6. I communicate a positive attitude toward my partner (for
example, compliment or "stroke" my partner) in ra y verbal
and

nonverbal behaviors.

7. I communicate with my partner as an equal.

8. I communicate with my partner with confidence in myself
and in what I am saying.

9. I communicate a liking and an attraction for my partner
in ra y verbal and nonverbal behaviors.

10. I try to make sure our communication

is satisfying to

both of us.

11. In

our

mutual

involvement

in

interactions,
my

partner

as

I

communicate

a

person

and

a

genuine

in

what my

partner says.

12. I communicate a sense of interest and attention in what
my partner says.

Relational Communication

Part Two.

DeVito^lS

Hy Partner's Relational Conmunications

In this second part, respond to each of the statements in terms
of how you perceive your partner to communicate with you.
Use the following scale:

1 = always or almost always true
2 = quite true
3 = somewhat true
1 = neither true nor false

5 = somewhat false

6 = quite false
7 = always or almost always false

Relational Partner's Communications (Form B)

1. My partner tells me what he or she is feeling.
2, My partner can tell what I am feeling.

3. My partner communicates this similarity of feeling to
me.

. My partner does not evaluate my feelings.

5, My

partner

communicates

a

positive

attitude

toward

himself or herself when communicating with me.

6. Hy partner communicates a positive attitude toward me
(for example, compliments or "strokes" me) in his or her
verbal and nonverbal behaviors.

7. My partner communicates with me as an equal.
8. My partner communicates with me with self-confidence as
well as confidence in what he or she is saying.

9» My partner communicates a liking and an attraction for
me in his or her verbal and nonverbal behaviors.

10. My

partner

tries to

make

sure

our communication

is

satisfying to both of us.

11. In our mutual interactions, my partner communicates a
genuine involvement in me as a person and in what I say.
12. My partner communicates a sense of interest and atten
tion in what I say.

Scoring

different.

the

Questionnaire.

All

communication

Each unique situation calls

situations

are

for different strate

gies. Generally, however, the ones noted here are considered
helpful to improving relational communication.
Since the

statements are all phrased positively (so that they each describe
effective relationship communication), a low score represents
effective communication and a high score represents ineffective
communicat ion.
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The statements refer to the qualities of effective interper
sonal communication as discussed in Joseph A. DeVitOi The

Interpersonal Communication Book■ 5th ed. (New York: Harper &
Row, 1989), Unit 6 and Messages: Building Interpersonal Commun

ication Skills (New YOrk:
Harper & Row, 1990), Chapter 1 , as
follows:
Statement 1 = openness; 2 and 3 = empathy; 1 = sup-

portiveness; 5 and 6 = positiveness; 7 = equality; 8 = confi

dence; 9 = immediacy; 10 = interaction management; 11 = express
iveness; and 12 = other-orientation.

Both partners should review these qualities as discussed in the

textbook so that each has a more complete understanding of the

nature of these qualities of interpersonal interaction and how
they may be communicated verbally and nonverbally.
Part Three.

CoBparisons

Now that both partners have completed the scales for themselves

and for their partners as they perceive them to be, make the
following comparisons:

Coaparlson One;

Self and Partner.

How differently do you find

your own communications from those of your partner (as least as
you

perceive

your

partner)?

Each

person

should

compute

a

difference score for each item by subtracting the score for each
item on Form B from the score for each item on Form A.
Record
these differences here:

Self and Partner (as perceived) Differences

Question No.

Form B Score

Difference Score

I

Form A Score

-

=

3

-

=

4

-

=

5

-

=

6

-

=

7

-

=

8

-

=

9

- —^

=

10

-

=

II

-

=

12

-

=

TOTAL DIFFERENCE SCORE

'

=

Relational Communlealion

For

Intraoersonal
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Communication.

How

different

are

the

scores? Do you see yourself and your partner following essen
tially the same patterns of communication? Do you see yourself
following more acceptable patterns than your partner?

Do you see

your partner following more acceptable patterns than yourself?
Could a self-serving bias be operating in your evaluations of
yourself or of your partner? On what topics or qualities of

communication are you in basic agreement? On what topics are you
in basic disagreement?
How important are these differences to
you? How important do you think these differences are to yourpartner? Which ones do you think your'partner feels are espec
ially important?

Comparison Two. Self and Self-as-Perceived Partner.
Exchange
Form B with each other so that you can compare how you see
yourself with how your partner sees you.
Each person should
compute a difference score for each item by subtracting the score

for each item on Form B (that your partner filled out) from the
score on Form A (that you filled out). Record these differences
her:

Self and Self-as-seen-by-Partner Differences
Question No.

Form B Score

Difference Score

1

Form A Score

-

=

2

-

=

3

-

=

I

-

=

5

-

=

6

-

=

7

-

=

8

-

=

9

-

=

10

-

=

II

-

=

12

-

=

TOTAL DIFFERENCE SCORE

=

For Interpersonal Consideration.

After examining the two forms

consider discussing some or all of the following issues:

Are the

scores similar? Do you perceive yourself in essentially the same
way that your partner perceives you?
What areas evidence the
greatest similarity?
What areas evidence the greatest differ
ences?
How important are these differences to you?
If your

partner rated

you lower than

you rated

yourself—or simply if

your partner rated you low on anything--ask for the specific ways
you might change your communication patterns to better achieve
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Ask for specific instances in which you failed to

evidence this quality.

Coaparison

Three.

Partner-as-seen-by-self

and

Partner-as-

seen-Partner. Return Form B to each other so that each person
now has both forms that he or she filled out.
Next, exchange
Form A with each other. Each person should now have a Form A

that his or her partner filled out and a Form B that he himself

or she herself filled out.

In this way each person will be able

to see how one's partner sees oneself and how similar or differ
ent these perceptions are from those made by the partner himself
or herself. Each person should compute a difference score "for

each item by subtracting the score for each item on Form B (that

you filled out on your partner) from the score on Form A (that
your partner filled out on himself or herself).

Record these

differences here:

Partner as seen by partner and Partner as you see him or her
Question No.

Form A Score

Difference Score

1

Form B Score

-

=

2

-

=

3

-

=

I

-

=

5

-

=

6

-

=

7

-

=

8

-

=

9

-

=

10

-

=

II

-

=

12

-

=

TOTAL DIFFERENT SCORE

For

Interpersonal

=

Consideration:

After

examining

the

two

forms, consider discussing all or some of the following issues:
How differently does your partner see himself or herself from the
way you see him or her? Who has the more favorable view? Can
you identify specific reasons (past experiences, conflicts,
observations of others relationships) for the differences that

are evident?

person?

Do the differences present any problems for either

If so, how might these problems be described?

these problems be resolved?

How might

The greatest value of an exercise such as this is that it asks
the student to apply relatively abstract, academic concepts to
his or her own most meaningful relationships.

Class discussions

Relational Communication

DeVito
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and student questions inevitably become more specific, more
interesting, and more personally meaningful.
But, its major
value is in giving the student something to take home, something
to encourage a carry-over from the academic classroom to the real
world of interpersonal relationships. Anything we can do to blur
the distinction between the classroom and the outside, the "real"
world, seems worth a try.
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Innovations in Teaching Gender and Conmunication;
Excluding and Including Uonen and Hen

Judy C. Pearson

Kramarae

has

"restricted."

asserted

that

women's speech

is "devalued" and

Her muted group theory offers these basic assump

tions:

1. Women

perceive

the

world

differently from

men

because of

women's and men's different experiences and activities rooted in
the division of labor.

2. Because of their political dominance, the men's system of
perception is dominant, impeding the free expression of the
women's alternative models of the world.

3. In order to participate in society women must transform their
own models in terms of the received male system of expression
(Kramarae, 1981, p. 3).
Implicit in these assumptions are the notions that women and men

have separate symbol systems, that male symbol systems are domi
nant, and that women must engage in a translation process in order

to interact in the male world.

We have created three exercises which assist both women and men

to understand these assumptions and to recognize the importance of
them.

1 • The creation of neologisms or "sniglets."

Male and

female

students individually create new words for experiences that they
have which do not appear to be shared by the opposite sex.
Examples include "chronoloneliness" which one male stated was how

he felt when he had not seen his girlfriend who attended another
university for a long time; "P.M.S.'d off" which describes one
woman's frustration with her boyfriend who always claimed that when

she was angry she must be "expecting her period."

Students bring their neologisms to class and read them to each

other.

Discussion

includes

differences

between

the

men's

and

women's contributions and the difficulty/ease of creating new terms
to represent one's experiences.

Judy C. PearsoHg PhoDo, is Professor in the School of Interper

sonal Communication at Ohio University.
Cloud State University.

She is an alumna of St.
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2. Reverse discrimination in organizations.

Business jargon is

sexist and is based on traditional male culture.

The meanings for

phrases and terms sometimes elude women and generally exclude
them. Some examples include "boy wonder," "bite the bullet,''
"under the gun," "out in left field," "team player," "jock mental
ity," "Monday morning quarterback," "tackle the job," "keep your
eye on the ball," and "caught with your pants down."
In this exercise students first brainstorm comparable termino

logy that is based on female culture.

Next, they write a scenario

in which women and men alike participate to discuss an organiza

tional problem. After they have presented this scenario to the
class, they substitute the male terms and present a second scenario
to

the

class.

When

they

have

presented

both

scenarios, the

activity is processed and both females and males describe their
feelings in each case.

3. It's no joke. Humorous stories about women and men provide
us with popular examples of how one sex is sometimes excluded or
ridiculed.

In this exercise, students experience how they might

feel if the joke

opposite sex.

were about their own group

rather than

Students first generate jokes about women or men.

the

After each

person has written three or four jokes, the jokes are examined to

determine if they denigrate both sexes, neither sex, or just women

or men.

Those jokes that denigrate one sex

further use.

are selected

for

Students write a new joke which is based on the same

idea, but is discriminatory to the opposite sex than it was
originally. For instance, jokes that are based on a woman|s

naivete about sexual matters would be rewritten to suggest that it
was a man's lack of awareness that was humorous. If the joke is
based on a woman's voracious sexual appetite, a man is substituted
as the main character.
The original and new jokes are then
examined for 1) homorousness, 2) implicit assumptions about women

and men, and 3) differential effect on female or male receivers of

such jokes.

These exercises are

"muted group" theory.
the

intimate

and

discriminatory

gender.

particularly

useful

in

illustrating

the

They allow both women and men to experience

relationship

among

communication,

language,

and

They are especially helpful in demonstrating the sexist
nature

of

our

communication

without

being

accused of "reverse discrimination."

Kramarae, C. (1981).

Women and men speaking.
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